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RS名 在籍者数 回答者 回収率（%） RS名 所持 非所持 合計 所持率（%）
A-RS 30 0 0 B-RS 7 13 20 35
B-RS 68 20 29.4 C-RS 8 7 15 53.3
C-RS 68 15 22.1 D-RS 10 45 55 18.2
D-RS 95 55 57.9 K-RS 10 16 26 32
E-RS 37 0 0 H-RS 8 17 25 38.5
F-RS 7 0 0 L-RS 17 5 22 77.3
G-RS 31 0 0 合計 60 103 163 36.8
H-RS 61 26 42.6 χ２=25.76　df=5　***p<.001
I-RS 25 0 0
J-RS 18 0 0
K-RS 33 25 75.8
L-RS 40 22 55














所持者 未所持者 計 所持率 (%)
1年生 4 4 8 50
2年生 5 5 10 50
3年生 3 19 22 13.6
4年生 5 25 30 16.7
5年生 17 27 44 38.6
6年生 26 23 49 53.1





所持年数 年齢 学年 ラグビー歴
MG装着者
n=28 Mean±SD 1.5±1.24 9.8±1.60 4.2±1.63 3.8±2.24
非装着者
n=32 Mean±SD 0.8±1.03 １１±1.36 5.2±1.36 4.2±2.48
t値 2.35* －3.087** －2.543** －0.641



















ＣＭＧ 　n=32 Mean±SD 10.8±1.07 5.2±0.97 4.8±2.16
既製品 n=25 Mean±SD 9.9±2.03 4.2±2.03 2.9±2.16
t値 2.116* 2.408* 3.237**




装着 21 7 28





MG所持者n=60 Mean±SD 10.4±1.61 4.7±1.58 4.0±2.40
不所持者n=103 Mean±SD 9.9±1.43 4.3±1.34 4.1±2.20


















受傷者 男 女 合計
2年生 3 　 3
3年生 3 　 3
4年生 3（1） 　 3
5年生 12（3） 　 12








未装着 32 71 103





受傷者　n=33 Mean±SD 10.4±1.44 4.8±1.27 4.9±2.53
無傷者 n=130 Mean±SD 10.0±1.51 4.4±1.47 3.9±2.15













RS名 負傷者 無傷者 合計
B-RS 6 14 20
C-RS 3 12 15
D-RS 4 51 55
H-RS 8 18 26
K-RS 5 20 25
L-RS 7 15 22
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は Emersonの解説論文 [4]、東京大学萩谷昌己氏の講義録 4 などを参考にした。
2.1 システムの満たすべき性質
複数のプロセスからなるプログラムの満たすべき性質として Leslie Lamportにより導入された安
全性と活性が代表的である。Lamportは文献 [6]において安全性と活性をそれぞれ “something will
not happen”、“something must happen”としている。安全性でいう “something”とはデッドロックやプ
ロセスの競合などの「何か悪いこと (something bad)」を意味しているのに対し、活性の “something”















定義 2.1 (クリプキ構造). クリプキ構造は、状態の集合 S、リレーション（もしくはエッジ）の集
合 R、そしてラベル付け関数 Lの組 K =< S ,R, L >として表現される。Rは S × S の部分集合で
あり、ラベル付け関数 Lは状態から原子命題 (Atomic Proposition)の集合 APの部分集合への関数
L : S → 2AP である。
複数のクリプキ構造を取り扱う場合には、クリプキ構造 Kの状態集合を |K|、エッジ集合を K→、





本研究では時間に関する様相を用いた時相論理 (Temporal Logic)を採用する。時相論理には CTL*





算量は比較的低く抑えられ (P-complete)、 LTL のほうがはるかに大きい (PSPACE-complete)こと
が知られている。本研究の目的は安全性の検証であり、表現力を抑えた CTLの一部を用いる。論
理式の表現力とモデル検査に必要な計算量に関する議論の詳細は文献 [4]を参照してほしい。
定義 2.2 (CTLの式). APを原子命題の集合とするとき、AP上での CTL式の集合は次のように定
義される。
• a ∈ APのとき aは CTL式である
• Φ1,Φ2 がそれぞれ CTL式のとき、次のものは CTL式である
¬Φ1,Φ1 ∨ Φ2,EXΦ1,EGΦ1,Φ1EUΦ2
定義 2.3 (CTLの意味). CTL論理式 Φのクリプキ構造 K における意味とは、その論理式を満たす
状態、およびパスの集合　 ⟦Φ⟧K で定義される。以下、sを状態、 pi = s0, . . . , sn, . . .を Rと整合的
(すなわち、∀i, (si, si+1) ∈ R)な状態列、pi(i)を状態列 piの i番目の状態 si とする。この時、論理式
の意味は次のように再帰的に定義される。
⟦True⟧K = S
⟦a⟧K = {s ∈ S | a ∈ AP and a ∈ L(s)}
⟦¬Φ1⟧K = S − ⟦Φ1⟧K
⟦Φ1 ∨ Φ2⟧K = ⟦Φ1⟧K ∪ ⟦Φ2⟧K
⟦EXΦ1⟧K = {s | ∃t s.t. (s, t) ∈ R and t ∈ ⟦Φ1⟧K}
⟦EGΦ1⟧K = {s | ∃pi s.t. pi(0) = s and pi(i) ∈ ⟦Φ1⟧K ,∀i ≥ 0}
⟦Φ1EUΦ2⟧K = {s | ∃pi s.t. pi(0) = s and k ≥ 0 s.t. pi(i) ∈ ⟦Φ1⟧K ,∀i < k and pi(k) ∈ ⟦Φ2⟧K}
これらを組み合わせて次のような論理式を作ることができる。
False ≡ ¬True, Φ1 ∧ Φ2 ≡ ¬(¬Φ1 ∨ ¬Φ2)
AXΦ ≡ ¬EX¬Φ, AGΦ ≡ ¬EF¬Φ
AFΦ ≡ ¬EG¬Φ, EFΦ ≡ True EUΦ
ここで、A、E、X、G、F、Uオペレータはそれぞれ “All”、“Exists”、 “Next”、“Globally”、“Fi-
nally”、“Until”を表現しており、次のような解釈を与えることができる。
• AGΦ : Φはすべてのパス上で常に成り立っている
• AFΦ : Φがすべてのパス上でいつか成立する
• EFΦ : Φがいつか成立するパスが存在する
• EGΦ : Φが常に成立するパスが存在する
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事実 2.1. CTL式の解釈 ⟦−⟧は単調である。
定理 2.1 (Tarski-Knaster). τ : 2S → 2S が単調であるとき、
(1) µY.τ(Y) = ∩{Y : τ(Y) = Y} = ∩{Y : τ(Y) ⊆ Y}
(2) νY.τ(Y) = ∪{Y : τ(Y) = Y} = ∪{Y : τ(Y) ⊆ Y}
(3) µY.τ(Y) = ∪iτi(False)
(4) νY.τ(Y) = ∩iτi(True)
が成り立つ。ここで、µY.τ(Y)は、Y = τ(Y)を満たす不動点のうち最小のもの、νY.τ(Y)は最大の不
動点を示している。
最小および最大不動点を用いた時相論理（命題 µ計算）は Dana Scott、Jaco de Bakkerらにより
導入され、Doxer Kozenにより整備された [5]。命題 µ計算により、前出の CTLオペレータは次の
ように定義することができる。
AGΦ ≡ νZ.Φ ∧ AXZ, AFΦ ≡ µZ.Φ ∨ AXZ
EFΦ ≡ µZ.Φ ∨ EXZ, EGΦ ≡ νZ.Φ ∧ EXZ
特に定理 2.1 (3)は状態を求めるアルゴリズムを具体的に与えていることに注意したい。EFΦは、
τ(Z) ≡ Φ ∨ EXZ において EFΦ ≡ µZ.τ(Z)と定義される。τは単調であることから次の近似上昇列
が得られ、
False = τ0(False) ⊆ τ(False) ⊆ τ2(False) ⊆ . . . ⊆ τk(False) = τk+1(False)
となる [4]。すなわち、モデル K の状態集合 S の濃度 #S を超えない最小の 0 ≤ k ≤ #S が存在し、
τk(False) = τk+1(False)となることが定理 2.1 (3)により保証されている。
系 2.1. µZ.τ(Z)任意の CTL論理式 τについて、モデル K に対し、最小の 0 ≤ k ≤ #S が存在し、
µZ.τ(Z) = τk(False)
となる。
系 2.1より、⟦False⟧K(= ⟦¬True⟧K = S − ⟦True⟧K = ∅)から始まる状態集合の上昇列の最大元
⟦τk(False)⟧K がモデル K における EFΦの意味となる。
2.4 到達性解析
モデル検査機がシステム K について AG¬Φが妥当である (K |= AG¬Φ)と告げた場合は、その
システムでは不都合が起きない、つまり安全であることの証明となる。ここで、Φをデッドロック
を表す命題であるとすると、論理式 AG¬Φは “すべての選択肢において常にデッドロックが起こ
らない”ことを主張している。逆に、モデル検査が失敗した場合には、K, pi ̸|= AG¬Φとなる反例 pi
をシステム設計者に告げる。CTLにおいて
K, pi ̸|= AG¬Φ ⇔ K, pi |= ¬AG¬Φ
⇔ K, pi |= ¬(νZ.AXZ ∧ ¬Φ)
⇔ K, pi |= µZ.EXZ ∨ Φ
⇔ K, pi |= EFΦ
4─24─







Y ← ⟦ϕ⟧ ∪ {s ∈ S |∃t ∈ S s.t. R(s, t) ∧ t ∈ X}






定義 2.5 (抽象モデル). クリプキ構造 K、K′について、すべての Kの状態 sに対し K′の状態 s′が
存在し、sの命題集合と s′の命題集合との間に包含関係 L(s) ⊆ L′(s′)が成立するものとする。さら
に、すべての K のエッジ (s, t)に対し K′ のエッジ (s′, t′)が存在するとき、K′ は K の抽象モデル、
逆に K は K′ の具体モデルであるといい、K ⪯ K′ と記述する。
K ⪯ K′ のとき、K のパスに対応するパスが K′ で存在しているということは、AG¬Φ、すなわ
ち、“すべてのパス上で常に ¬Φが成り立つ”という主張が K′ 上で成立するのであれば、同じ性質
はモデル K 上でも成立していることを意味している。すなわち、K′ |= AG¬Φの結果が肯定的であ
れば、その結果を用いて K |= AG¬Φと結論してよい。
逆に、 モデル検査機が否定的な応答をした場合、つまり K′, π ̸|= AG¬Φ という判定結果から
K, π ̸|= AG¬Φ を結論することはできない。K′ で見つかったパスが K に存在するとは限らないか
らである。もし、K′ の反例 πが K に存在しない場合には πをみせかけ (spurious)の反例であると
いう。
図 1では、具体モデルの c0が抽象モデルの a0に、c1、c2が a1に、c3が a2に対応しており、
エッジ c0 → c1、c2 → c3はそれぞれ a0 → a1、a1 → a2に対応していることを示している。この
時、抽象グラフではノード a0から a2へのパス a0 → a1 → a2が存在しているが、具体グラフ上で
a0に対応するノード c0から a2に対応するノード c3へのパス c0 → . . . → c3は存在しない。すな
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3 ピーターソンのアルゴリズム
ピーターソンのアルゴリズムとは、2つのプロセス (以下、“プロセス me”と “プロセス you”と
する)間での排他制御をおこなうための、通信用の共有メモリを使用したアルゴリズムである。
共有メモリには、フラグ変数 f lags[me]、f lags[you]と変数 turnがあり、f lags[me]の値が Trueの
とき、プロセス meがクリティカルセクションに入りたいという意思があることを、同様に f lags[you]


















while f lags[you] =True do












while f lags[me] =True do




















0: f lags[me]← True
1: turn← you
2: if f lags[you] True then goto 4
3: if turn  you then goto 4 else goto 2
4:クリティカルセクション
5: f lags[me]← False
6: ether goto 6 or goto 0
// プロセス you
0: f lags[you]← True
1: turn← me
2: if f lags[me] True then goto 4
3: if turn  me then goto 4 else goto 2
4:クリティカルセクション
5: f lags[you]← False
6: ether goto 6 or goto 0
図 2: ピーターソンのアルゴリズムの状態遷移
かに次のステップからなる。
1. ピーターソンアルゴリズムの状態遷移定義ファイルを読み込み、プロセス me、プロセス you
それぞれに対応する状態遷移グラフを構築する
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while f lags[you] =True do












while f lags[me] =True do



















プロセス定義は YAML(Ain’t Markup Language) 5 を用いた。YAMLは XML (eXtensible Markup
Language)よりも人間にとって可読性の高いデータ記述言語であり、さまざまなプログラミング言
語から利用可能である。ここでは、クリプキ構造 K =< S ,R, L >を定義するため、状態の集合 S、
エッジ（もしくはリレーション）の集合 Rを定義している。通常、ラベル Lは状態から命題の集合
APの部分集合への関数 L : S → 2AP として定義されるが、ここでは LSとして定義している。加
えて、状態遷移にともなう状態の変化を規定するために、エッジにもラベル付け関数 LRを定義し
ている。LRは定義ファイルからクリプキ構造をつくる時点で使用される。





0 : [1] # 0 -> 1
1 : [2] # 1 -> 2
2 : [3,4] # 2 -> 3 and 2 -> 4
3 : [2,4] # 3 -> 2 and 3 -> 4
4 : [5] # 4 -> 5
5 : [6] # 5 -> 6
6 : [6, 0] # 6 -> 6 and 6 -> 0
LS: # LS: 状態 -> 2ˆAP
4 : [CS] # クリティカルセクション
LR: # エッジのラベル
0:
1: "me:=true" # 0 -"me:=true" -> 1
1:
2: "turn:=you" # 1 -"turn:=you" -> 2
2:
3: "|you=true" # 2 -"|you=true" -> 3
4: "|you=false" # 2 -"|you=false"-> 4
3:
2: "|turn=you" # 3 -"|trun=you" -> 2
4: "|turn=me" # 3 -"|trun=me" -> 4
5:
6: "me:=false" # 5 -"me:=false" -> 6 
図 3: プロセス meの定義
4.2 抽象グラフの構築
次に、“プロセス me”と “プロセス you”のプロセス記述から得られたクリプキ構造を合成する手
続きについて説明する。今後、変数 xの次のステップでの値を x′ と記述する。
図 2で定義された状態遷移に、そのプロセスが操作/参照する変数を明示的に記述したものが具
体グラフのノード (状態)となる。





|KMTU| = {(sme, syou,me, you, turn)| sme, syou ∈ {0, 1, . . . , 6},me, you ⊆ {True,False}, turn ⊆ {me, you}}
すなわち、変数の状態として値の集合をとる。しかし、すべての値のべき集合を構築するとかえっ




ラベル 前条件 後条件 入力状態 (出力状態との差分)
you:=true 無条件 True ∈ you you′ ← {True, False}
me:=true 無条件 True ∈ me me′ ← {True, False}
turn:=you 無条件 you ∈ turn turn′ ← {me,you}
turn:=me 無条件 me ∈ me turn′ ← {me,you}
|you=true you′ = {True} True ∈ you you′ ← {True}
|you=false you′ = {False} False ∈ you you′ ← {False}
|me=true me′ = {True} True ∈ me me′ ← {True}
|me=false me′ = {False} False ∈ me me′ ← {False}
|turn=you turn′ = {you} you ∈ turn turn′ ← {you}
|turn=me turn′ = {me} me ∈ turn turn′ ← {me}
(空ラベル) 無条件 無条件 なし
表 1: setPrevState
抽象モデル構築アルゴリズムはアルゴリズム 4に示したとおり、あるクリティカルセクションを
示す状態のうち、もっとも一般的な状態 (この場合は、(4, 4, {True, False}, {True, False}, {me, you}))
に到達可能な状態をプロセス me、プロセス youのそれぞれの状態遷移のエッジを逆に辿ることに




補題 4.1. makeMTUを有限モデルの任意のペア KM , KU に対して適用した場合、常に停止する。
証明. makeMTU は与えられたモデルのペア M,U のエッジ M→、U→ を合成して作ったエッジ
{((s, t), (s′, t)) | (s, s′) ∈ K→M , t ∈ |KU |} ∪ {((s, t), (s, t′)) | (t, t′) ∈ K→U , s ∈ |KM |} に対し高々一度実行
される。有限モデルのペア KM , KU のエッジから合成されたエッジも有限であるため、makeMTU
は有限回の実行で終了する。 □
次に、モデル K と論理式 Φに対し、K 上で Φを満足させる状態の集合とその証拠を保持する
エッジの集合に制限したモデル KΦ を定義する。なお、ここでは Φとして




プロセス定義は YAML(Ain’t Markup Language) 5 を用いた。YAMLは XML (eXtensible Markup
Language)よりも人間にとって可読性の高いデータ記述言語であり、さまざまなプログラミング言
語から利用可能である。ここでは、クリプキ構造 K =< S ,R, L >を定義するため、状態の集合 S、
エッジ（もしくはリレーション）の集合 Rを定義している。通常、ラベル Lは状態から命題の集合
APの部分集合への関数 L : S → 2AP として定義されるが、ここでは LSとして定義している。加
えて、状態遷移にともなう状態の変化を規定するために、エッジにもラベル付け関数 LRを定義し
ている。LRは定義ファイルからクリプキ構造をつくる時点で使用される。





0 : [1] # 0 -> 1
1 : [2] # 1 -> 2
2 : [3,4] # 2 -> 3 and 2 -> 4
3 : [2,4] # 3 -> 2 and 3 -> 4
4 : [5] # 4 -> 5
5 : [6] # 5 -> 6
6 : [6, 0] # 6 -> 6 and 6 -> 0
LS: # LS: 状態 -> 2ˆAP
4 : [CS] # クリティカルセクション
LR: # エッジのラベル
0:
1: "me:=true" # 0 -"me:=true" -> 1
1:
2: "turn:=you" # 1 -"turn:=you" -> 2
2:
3: "|you=true" # 2 -"|you=true" -> 3
4: "|you=false" # 2 -"|you=false"-> 4
3:
2: "|turn=you" # 3 -"|trun=you" -> 2
4: "|turn=me" # 3 -"|trun=me" -> 4
5:
6: "me:=false" # 5 -"me:=false" -> 6 
図 3: プロセス meの定義
4.2 抽象グラフの構築
次に、“プロセス me”と “プロセス you”のプロセス記述から得られたクリプキ構造を合成する手
続きについて説明する。今後、変数 xの次のステップでの値を x′ と記述する。
図 2で定義された状態遷移に、そのプロセスが操作/参照する変数を明示的に記述したものが具
体グラフのノード (状態)となる。




procedure makeMTU(sme, syou,me, you, turn) // KMTU ← Kme × Kyou
curNode ← (sme, syou,me, you, turn)
for edge ∈inEdges(sme) do
label ←getLabel(edge)
prevNode, linkValid ← setPrevState(sme, source node of edge, label)
if prevNode  |MTU | then
addNode(prevNode)
end if











addEdge(prevNode, curNode, status =′′ disconnect′′)
end if
end for








makeMTU(4, 4, {True,False}, {True,False}, {me,you})
定義 4.1 (KΦ). モデル K を Φに制限したモデル KΦ を次のように定義する。
Ka∈AP = < {s |a ∈ LK(s)}, ∅, LK >
KΦ1∨Φ2 = < |KΦ1 | ∪ |KΦ2 |,K→Φ1 ∪ K→Φ2 , LK >
KEXΦ = < {s | (s, t) ∈ K→ s.t. t ∈ KΦ}, {(s, t) | (s, t) ∈ K→ s.t. t ∈ KΦ}, LK >
ここで、τ(Z) = Φ ∨ EXZ とするとき、系 2.1より、それぞれのモデル K に対し最小の k ≤ #|K|
が存在し
KEFΦ = KµZ.τ(Z) ≡ Kτk(False)
とできる。次のことは明らかであろう。
補題 4.2. KµZ.Φ∨EXZ , s |= µZ.Φ ∨ EXZ iff K, s |= µZ.Φ ∨ EXZ
定理 4.1. 状態 s ∈ |K|対して setPrevStateが prevNodeとして返す状態 α(s)と、対応するエッジを
持つモデルを Kα とする。加えて、makeMTUが生成する状態を Kα
makeMTU とする時、
KµZ.Φ∨EXZ ⪯ KαµZ.Φ∨EXZ = KαmakeMTU
となる。
証明. CTL論理式 Φの構造に関する帰納法により証明する。
Φ = a ∈ AP の時、a ∈ LK(s) となる s に対し、s ∈ α(s)、LK(s) ⊆ LKα (α(s)) が成り立つため、
Ka ⪯ Kαa である。
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同様に、KΦ1 ⪯ KαΦ1、KΦ2 ⪯ KαΦ2、の時 KΦ1 ,KΦ2 に対応する状態とエッジが KαΦ1、KαΦ2 に存在して
いるため、KΦ1∨Φ2 = KΦ1 ∪ KΦ2 ⪯ KαΦ1 ∪ KαΦ2 = KαΦ1∨Φ2 となる。
次に、KΦ ⪯ KαΦ のとき、KEXΦ ⪯ KαEXΦ を示す。任意の s, t ∈ |K| where (s, t) ∈ K→, t ∈ |KΦ| に
対し、エッジが (s, t)がモデル K において正しい遷移であれば setPrevStateはそれぞれの状態に
α(s), α(t) ∈ KαEXΦを、エッジに (α(s), α(t)) ∈ Kα→EXΦを対応させる。すなわち、KEXΦ ⪯ KαEXΦである。
τ(Z) = Φ ∨ EXZ の時、帰納法の仮定により Kτi(Φ) ⪯ Kατi(Φ) ⇒ Kτi+1(Φ) ⪯ Kατi+1(Φ) である。








α(s)  |KmakeMTU| ⇒ KEFΦ, s ̸|= µZ.Φ ∨ EXZ
4.3 実行結果
makeMTUをピーターソンのアルゴリズムのプロセス you、プロセス me、に適用して得られたモデ
ル KMTUの開始ノード、すなわち (sme, syou) = (0, 0)をもつ状態からクリティカルセクションを示す状
態 (sme, syou) = (4, 4)への遷移にエッジを制限したグラフを図 4に示した。ここで、(sme, syou) = (0, 0)
から出ているエッジに対応する矢印が破線 ()すなわち無効なエッジになっていることに注意し
てほしい。





開発マシン SONY VAIO SVT1312AJ
CPU Intel Core i7-3517U 1.90～2.40 GHz
メモリ PC3L-12800 8 Gbytes








ノード数 392 144 約 37 %
エッジ数 800 144 18 %
表 3: グラフのノードとエッジの大きさ
本システムを構築するために使用した環境を表 2 に、実行時に必要となった状態数を表 3 に
示す。抽象グラフのノード、エッジ数は実際に生成されたノードとエッジの数である。具体グラ
フは、プロセス記述に対応するグラフから単純にモデルを生成したときに生成されるモデルの状
態数とエッジ数である。プロセス me、プロセス you のノード数をそれぞれ #|Kme|、#|Kyou|、エッ
11
アリゴリズム 4ピーターソンのアルゴリズムの状態遷移グラフ構築
procedure makeMTU(sme, syou,me, you, turn) // KMTU ← Kme × Kyou
curNode ← (sme, syou,me, you, turn)
for edge ∈inEdges(sme) do
label ←getLabel(edge)
prevNode, linkValid ← setPrevState(sme, source node of edge, label)
if prevNode  |MTU | then
addNode(prevNode)
end if











addEdge(prevNode, curNode, status =′′ disconnect′′)
end if
end for








makeMTU(4, 4, {True,False}, {True,False}, {me,you})
定義 4.1 (KΦ). モデル K を Φに制限したモデル KΦ を次のように定義する。
Ka∈AP = < {s |a ∈ LK(s)}, ∅, LK >
KΦ1∨Φ2 = < |KΦ1 | ∪ |KΦ2 |,K→Φ1 ∪ K→Φ2 , LK >
KEXΦ = < {s | (s, t) ∈ K→ s.t. t ∈ KΦ}, {(s, t) | (s, t) ∈ K→ s.t. t ∈ KΦ}, LK >
ここで、τ(Z) = Φ ∨ EXZ とするとき、系 2.1より、それぞれのモデル K に対し最小の k ≤ #|K|
が存在し
KEFΦ = KµZ.τ(Z) ≡ Kτk(False)
とできる。次のことは明らかであろう。
補題 4.2. KµZ.Φ∨EXZ , s |= µZ.Φ ∨ EXZ iff K, s |= µZ.Φ ∨ EXZ
定理 4.1. 状態 s ∈ |K|対して setPrevStateが prevNodeとして返す状態 α(s)と、対応するエッジを
持つモデルを Kα とする。加えて、makeMTUが生成する状態を Kα
makeMTU とする時、
KµZ.Φ∨EXZ ⪯ KαµZ.Φ∨EXZ = KαmakeMTU
となる。
証明. CTL論理式 Φの構造に関する帰納法により証明する。
Φ = a ∈ AP の時、a ∈ LK(s) となる s に対し、s ∈ α(s)、LK(s) ⊆ LKα (α(s)) が成り立つため、
Ka ⪯ Kαa である。
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ジ数を #K→me、#K→you 、変数 me、you、turn の状態数を #me = #you = #turn = 2 としたとき、全
体のノード数は #|Kme| × #|Kyou| × #me × #you × #turn = 7 × 7 × 2 × 2 × 2 = 392、エッジ数は
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に広く用いられている尺度として，KiSS-18（Kikuchi's Scale of Social Skills, 18項目版；菊


















































































































KiSS-18 下位尺度 Ａ評価 ［n=134］ Ｂ評価 ［n=59］ Ｃ評価 ［n=7］
初歩的スキル 11.16 (2.43) 11.24 (2.19) 9.86 (1.95)
高度なスキル 11.30 (1.74) 10.83 (1.84) 11.00 (1.83)
感情処理のスキル 10.71 (1.62) 10.64 (1.82) 10.43 (1.62)
攻撃に代わるスキル 10.84 (1.61) 10.54 (1.73) 10.14 (1.35)
ストレスを処理するスキル 11.09 (1.83) 11.02 (1.37) 10.00 (1.29)
計画のスキル 11.33 (1.93) 11.22 (1.79) 11.57 (1.62)



















































初歩的スキル .038 .054 .104 .052 .196** .095 .189** .505** .277** .274**
［項目 1］ .026 .099 .097 .058 .217** .158* .215** .420** .295** .289**
［項目 5］ -.013 -.028 .008 -.034 .154* .037 .139* .401** .169* .202**
［項目15］ .036 .012 .110 .062 .120 .058 .122 .425** .236** .196**
高度なスキル .147* .166* .147* .127 　 .280** .109 .293** .394** .278** .268**
［項目 2］ .187** .162* .171* .124 .275** .108 .280** .284** .282** .241**
［項目10］ .144* .158* .137 .096 .232** .084 .195** .393** .196** .243**
［項目16］ -.018 .019 .012 .015 　 .003 .010 .089 .021 .047 -.003
感情処理のスキル .107 .105 .051 .114 .176* .063 .224** .266** .248** .197**
［項目 4］ .048 .069 .030 -.003 .048 .028 .172* .225** .174* .153*
［項目 7］ .128 .040 .013 .033 .057 -.013 .091 .063 .123 .127
［項目13］ .040 .094 .027 .159* .201** .091 .157* .209** .167* .099
攻撃に代わるスキル .098 .091 .125 .144* 　 .066 -.033 .203** .246** .204** .139*
［項目 3］ -.120 -.096 -.066 -.033 -.038 -.044 -.004 .115 .117 -.004
［項目 6］ .158* .183* .179* .129 .131 .037 .215** .253** .158* .201**
［項目 8］ .107 .058 .088 .153* 　 .042 -.061 .206** .164* .164* .095
ストレスを処理するスキル .123 .089 .101 .101 .201** .074 .304** .379** .300** .270**
［項目11］ .173* .085 .086 .073 .163* .174* .251** .241** .247** .282**
［項目14］ .076 .082 .094 .049 .191** .010 .264** .306** .189** .194**
［項目17］ -.099 -.087 -.120 -.032 .059 -.044 .113 .251** .193** .077
計画のスキル .088 .009 -.008 -.030 　 .290** .162* .348** .230** .176* .316**
［項目 9］ .108 .063 .022 -.001 .222** .109 .291** .133 .132 .192**
［項目12］ .055 .010 -.007 .029 .312** .158* .339** .160* .161* .300**
［項目18］ .036 -.032 -.055 -.079 　 .127 .103 .162* .228** .106 .228**
ソーシャル・スキル .144* .124 .129 .120 　 .303** .121 .384** .515** .369** .369**

















（Ⅰ）教授・学習の指導 22.90 (1.20) 20.23 (3.24) t［17.14］=2.67, p<.001
（Ⅱ）生徒の指導 22.60 (1.71) 19.54 (3.26) t［12.74］=5.17, p<.001
（Ⅲ）教師としての適性 23.90 (1.37) 20.95 (3.27) t［15.14］=5.97, p<.001
（Ⅳ）勤務の状況 24.70 (0.48) 23.35 (2.49) t［47.43］=5.69, p<.001
【自己評価項目】
（１）生徒がよく理解できる授業を行うことができた。 72.50 (13.79) 66.83 (14.41)
（２）学習指導案通りに授業展開ができた。 75.00 (9.72) 68.21 (16.12)
（３）教材研究を十分に行って生徒に提示できた。 69.00 (22.34) 69.35 (17.07)
（４）生徒とのコミュニケーションがうまくとれた。 77.50 (25.30) 70.87 (15.94)
（５）先生方とのコミュニケーションがうまくとれた。 70.00 (14.91) 72.13 (17.56)
（６）教育実習全ての面において 76.50 (15.64) 73.20 (13.51)
【KiSS-18】
初歩的スキル 11.50 (3.21) 11.12 (2.31)
高度なスキル 11.90 (2.28) 11.11 (1.75)
感情処理のスキル 11.20 (2.10) 10.65 (1.65)
攻撃に代わるスキル 10.70 (2.21) 10.73 (1.61)
ストレスを処理するスキル 12.00 (1.89) 10.98 (1.67)
計画のスキル 12.00 (1.25) 11.27 (1.90)







































































=.147, r =.166, r =.147］，自己評価項目の多くと相関を示している［r =.280, r =.293, r =.394, 
r =.278, r =.268］。従ってこの下位スキルは，実習生も実習先も共に重視しており，両者の
認識が一致した唯一のスキルである。ただしこの結果を支えているのは［項目 2］と［項目
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（１）． 東京家政大学研究紀要, 49, 21-26.
相良麻里　2010　教育実習に関する効果的な事前・事後教育の検討：実践的指導力の基礎









































































































	 [----------------]ν	δικ[--------------]									 	 ΣΤΟΙΧ.
	 [--------------πα]ρὰ	ταῦ[τα-------]
＜断片C>











































は περί ではなく πρός が使われるのがふつうである（II2 43, 26）。一方，περὶ	τὲν	πόλιν	τὲν	
Ἀθεναίον という表現は「アテナイ人に対してよき人々であるので称賛する」といった文脈







































































IG I3 厚さ 幅 高さ（行数）
32 0.155m 0.58m 38行以上
34 0.148m 0.605m 1.60m以上 （77行）
40 0.13m 0.43m 1.35m （80行）
61 0.12m 0.51m 1m （60行）
68 0.163m 0.592m 1.40m以上 （60行）
76 0.126m 0.651m 1.021m以上 （49 行）
77 0.165m 0.75m 0.88m （46行）
84 0.19m 0.60m 1.49m （38行）

















































































































 IG I3 対象国 内容特記 決議年代
1454 エテオカルパトス アテナ神殿への木材供与。見返りとしての保護 440‒430? （16）
43 コロフォン 不明 435‒427 or c. 430 （17）
61 メトネ 小麦輸入に関する便宜とその見返りとしての特権 430‒424
62 アフュティス 小麦輸入に関する便宜とその見返りとしての特権 428/7
17 シゲイオン アテナイへの軍事支援？ 418/7 or 407/6（18）
96 サモス アテナイへの軍事支援 412/1
101 ネアポリス アテナイへの軍事支援 410/9
103 ハリカルナソス アテナイへの軍事支援 410/9




































IG I3 対象国 内容特記 決議年代
67 ミュティレネ＊ 自治の付与 427
31 ヘルミオネ c. 425
75 ハリエイス 相互軍事援助 424/3
83 アルゴス，マンティネイア，エリス 相互軍事援助 421/0
86 アルゴス 417/6
118 セリュンブリア＊ 自治の付与 408/7









































































































































































（1）  NHSについては，Sean Boyle（2011），”United Kingdom(England) Health system review,” Health System in 
Transition, 13(1),健康保険組合連合会（2012）『NHS改革と医療供給体制に関する調査研究』などを参照
（2）  William Beveridge（1942） ,“Social Insurance and Allied Services.”全文はhttp://www.sochealth.co.uk/resources/
public-health-and-wellbeing/beveridge-report/（2015年1月16日確認）




















（4）  HM Treasury,”Budget 2014,” March 2014
図1　英国の予算2014-2015年（10億ポンド）
















































































（5）  Cullis, Jones, & Propper（2000）, ”Waiting lists and medical treatment: Analysis and policies,” Culyer & 


















に終始した保守党政権の結果に対しての反省から，2000年にはThe NHS Plan: A plan for 
investment, A plan for reformが公表され，10年間をかけて医療機関や病床数の増加，そ
れを支える医師や看護師の増員，入院までの待機時間の削減などが具体的な数値目標とし
て発表された。ブレア政権では，医療機関を競争させるのではなく，個別の目標を達成す







話で相談することができるNHS Directや，夜間の予約なしの受診に対応するNHS Walk 
in Centreも導入した。
ブレア政権下で特筆すべき改革の一つはEBM（Evidenced Based Medicine）の重視であ





























































































（7）  金融広報中央委員会（2014）『「家計の金融行動に関する世論調査」[二人以上世帯調査] 
（8）  内閣府『平成25年度国民経済計』











推計結果によると，医療保険の保険料負担比率は2011 年度の 8.20 %から 2099 年度 に
は 12.45%まで上昇する。介護保険料負担率は2011年の2.32%からから， 2102 年度の 9.58%
まで上昇する。 公費負担率は医療保険については2011年の5.23%からから 2094 年度の 



















































（2006）（13）によれば，1960－2000年の米国の医療費の上昇に与えた影響は，人口高齢化 3.5% , 
医療保険制度の普及 17% ,国民所得の上昇 4.5-9.0%,医師供給数 ほぼゼロ，医療分野と他の


































































































（15）  阿部彩（2008）, 格差・貧困と公的医療保険: 新しい保険料設定のマイクロ・シミュレーション，社会保障研究，
44（3）,332-347












































































（18）  2013年以前はNHSDirectと呼ばれていた。予約なしでも各地域にあるwalk-in centreを利用できる。
（19）  東京都（2009）『救急医療と医療情報について』によると，救急相談センターを知らなかった（「全く知らなかっ
た」と「ほとんど知らなかった」の合計）は約6割である。



















































































































（21）  青木玲子・R. Vaithianathan（2006）,『デーメニ投票法は日本の少子化対策になるか? 』
（22）  Demeny, Paul （1986）. “Pronatalist Policies in Low-Fertility Countries: Patterns, Performance and 








































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































（1）  Christopher Dean （1971）, p. 1.
（2）  Ibid., p. 1. 
（3）  J.A. Burrow （1965）, pp. 71-7； David Mills （1968）, pp. 612-21参照。 特に Burrowの「誘惑の場面」のある第
3部の描写が「ロマンスのそれよりはむしろファブリオーのそれに近い」（p. 75）と評した議論が後の研究に与
えた影響は計り知れない。
（4）  Bernard S. Levy （1965）, pp. 93-8; Donald R. Howard （1966）, pp. 230-6; V.J. Scattergood （1981）, p. 354参照。
（5）  Larry D. Benson （1965）, p. 44; W.R. J. Barron （1980）, pp. 48-9参照。
（6）  Ad Putter （1995）, pp. 100-48.
─134─
の成立は15世紀初頭とされており（7）， Tractatus, or Speculum artis bene moriendiとArs 
moriendi の名で知られる挿絵のついた縮約版とがある（8）。15世紀後半になると，活版印刷
術の恩恵を受けてヨーロッパ中で出版されている（9）。イングランドにおいてはラテン語原
典からの翻訳The Boke of the Craft of Dying の収録された複数の写本が現存しているほ
かに（10），1490年以降William Caxton, Richard Pynson, Wynkyn de Wordeらによって印刷，
出版が繰り返されている。特にWorde が出版した2つの版 （1497年版・1506年版）は，そ
れぞれ木版画による2つの挿絵によって視覚的にも読者に訴えている。1497年版には，13












章は死を前にした人々が受ける質問，いわゆる “Anselm Questions”（11）についてである。 
すべての質問は「はい」もしくは「いいえ」で答えることができ，その形式は連祷 “litany” 
に類似している。たとえば “art þou glad þat þou schalt dey in [þe] ferth of Crist?”（pp. 
412-13）という質問から始まり， “Knowest þou well þat þou hast not do so well as þou 
schuldist haue do?” （p.413）, “Repentis þou þe þerof?”（p. 413）などと複数の質問が矢継
ぎ早に投げかけられ，臨終を迎えようとする人はすべての質問に対して常に「はい」と答
えるように指導される。そして最後の質問で改めて信仰の重要性を理解しているかを問わ
れる。“Belevist þou fully þat Crist dyed for the & þat þou maist neuer be saued but by 
the merite of Cristis passion, and þankist þerof god with þin hert as much as þou canst 




（7）  Mary Catherine O’Conner （1942）はこの手引書がConstance公会議 （1414-18） において成立したと考えてい
る（p. 54）。Nancy Lee Beaty （1970）もこの点については同意している（p. 2）。
（8）  Beaty, p. 2. 
（9）  木間瀬精三（1974）はこの手引書を「15世紀初頭のベストセラー」と評して，多くの人々に読まれた一因を印
刷術の発明と時間的に合致したことに求めている（p. 39）。
（10）  Yorkshire Writers （1896）,  pp. 406-420. AM からの引用は以降この版による。
（11）  これは質問の前半部分がAnselm of Canterburyの著作に拠っているためである。また後半部分については，









But alas þer ben full few not only amonge seculers but also in dyuerse 
religiouse, þat haue þe kunnynge of þis craft & will be nyʒh and assist to 
hem þat ben in poynt of dethe … namely whan þai þat ben in dyinge wolden 







引用した “þer ben full few”という表現は裏を返せば，この手引書に記された知識を有し
指導すべき立場の人々がいたことを示唆している。
本論において重要となる主題は第2章で扱われる悪魔の誘惑である。Mary Catherine 
O’Conner （1942）は，悪魔の誘惑について書かれた第2章が中世の人々にとって “high 
spot”であると考えられていたと断言している（13）。また，Nancy Lee Beaty （1970）は “the 




察は注目に値する。Duffyは木版画の挿絵のついたAM を例にあげ，死の床を “the centre 
of an epic struggle for the soul of the Christian”（16）と評している。死を迎える人が横たわ
る寝台こそが臨終のときを迎える人に降りかかる誘惑という事態の中心なのである。
3
SGGK と15世紀に流布した死の手引書との関連は Takami Matsuda （2007）によってす
でに指摘されている。しかし，Matsuda の論考は両者を関連させた最初の研究ではない。
（12）  Beatyはいわゆる ‘ars moriendi’という文学伝統が15世紀以前には存在しないと分析している（p. 1）。
（13）  O’Conner, p. 27. 
（14）  Beaty, p. 5. 
（15）  Swanson , p. 225. 
（16）  Duffy, p. 317. 
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SGGK と AM の類似性に初めて言及したMatsudaの主張は，これまでにない誘惑の場面
に関する解釈の可能性を示した点において画期的である。しかしMatsudaの議論の本質は





Not only the repeated temptations by the lady at Gawain’s bedside resemble 
the structure of the ars moriendi  and the standard iconography of its 
woodcut illustrations, but Gawain going to confession immediately after a 
series of temptations is also parallel to the sequence of the ars  moriendi  that 

















（17）  P.J.C. Field （1971）もGawainの聴罪司祭への「赦しの秘跡」は有効であると見なすべきだと主張している（pp. 
260-1）。 
（18）  Morgan, p. 2参照。
（19）  Morgan, p. 13.
















“Þaʒ I were burde bryʒtest,” þe burde in  mynde hade,
“Þe lasse luf in  his lode for lur þat he soʒt, || boute hone;
Þe dunte þat schulde hym deue,
& nedeʒ hit most be done;”  （ll. 1283-7）（22）
これまでの校訂者は，1284行目 “lur”について “loss, disaster, sorrow”といった曖昧な語
彙を当ててきた。これに対して，Middle English Dictionary （以下MED）は “destruction, 
death”という（23），より明確に主人公の死を意識させる意味を与えている。この日より3
日後にはGawainの首もまた緑の騎士によって切り落とされる。彼の死は火を見るより
明らかであり，MED の解釈はより自然である。Ad Putter （1995）はこの描写について
Chrétien de TroyesのLe Chevalier de la charrette においてLancelotを誘惑した城の女






（21）  Putter （1995）, p. 244参照。
（22）  この一節は Sir Frederic Madden （1839）の校訂本より引用した。この独白については多様な校訂が施され，
さまざまな解釈が提唱されている。緑の礼拝堂を求める理由や緑の騎士との首切りの取り決めに関して奥方




ないからである。Putter （1996）, pp. 79-82参照。
（23）  MED , sv. “lire,” n .1 3. （a）.




Þus hym frayned þat fre and fondet hym ofte,
For to haf wonnen hym to woʒe, what so scho þoʒt ellez; （ll. 1549-50）（25）
Putter は 1549 行 目 “frayned…and fondet” を 同 義 的 に 使 用 さ れ て い る と 指 摘 し（26），
Malcolm Andrew and Ronald Waldron （2007）も散文訳のなかで同様の解釈を示してい
る。これに対してMED は，2つの動詞の意味を明確に区別している。動詞 “frayned” には 
“ask, request” などという意味があり（27），動詞 “fondet”は “put to the test, tempt”などの
意味を持つ（28）。どちらも古英語以来意味の変化はない。このように等位接続詞によって2




例もある。事実Pearl  149行目には列挙型の “stote and stare”が用いられている。この前
後には主人公が夢のなかで異界に降り立った様子が描かれ，それまで詳述された主人公の
行動をわずか二語で総括し「立ち止まる」という行為と「見る」という行為を時間的な前後






さらに重要な点が1550行目 “to haf wonnen hym to woʒe”に関する解釈である。長く
SGGK の校訂本の決定版としての地位を占めている Norman Davis （1967）版は “woʒe” 
を動詞 “woo”と解釈している一方で，Andrew and Waldronをはじめとした多くの校訂
本はこれを名詞 “wrong, harm, sin”などと解釈している。また，MED は名詞 “wough”を
“opposition to God’s will, sin”と定義している（31）。Davisの解釈にしたがえば，一連の描写
は単なる誘惑にすぎない。しかし， Andrew and Waldronの解釈にしたがえば，一連の描
写はロマンスに見られるような誘惑ではないことが見えてくる。奥方の真の意図がどのよ
うなものであったにせよ，その目的はGawainに罪を犯させることである。語り手が意図
（25）  一節はMalcolm Andrew and Ronald Waldron （2007）の校訂本より引用した。以下本作品の引用はすべてこ
の版によるものとする。
（26）  Putter （1995）, p. 104.
（27）  MED , sv. “frainen,” v .
（28）  MED , sv. “fōnden,” v . 1. また2つ目の語義として “To subject （a person） to trial by tempting him with sin; 
to tempt to evil.”という意味を与えられている。
（29）  Inna Koskenniemi （1968）, pp.11-12, 90-6参照。
（30）  Dean, p. 7参照。















Hit were a juel for þe jopardé þat hym jugged were:
When he acheued to þe chapel his chek for to fech,












の騎士はGawainには “lewté” （l. 2366）が欠けていたから傷を負うことになったのだと告
げる。これに対してGawainは自分の過ちを次のように分析している。
For care of þy knokke, cowardyse me taʒt
To acorde me with couetyse, my kynde to forsake:
Þat is larges and lewté, þat longez to knyʒtez....’ （ll. 2379-81）
（32）  The Quest of the Holy Grail （1969）,  pp. 124-9. 
（33）  Burrow, p. 96; Dean, p. 5.
（34）  Dean, p. 5; Stephen Manning （1964; rpt. 1968）, p. 288.
（35）  Dean, p. 5; Morgan, p. 8 参照。
（36）  Yorkshire Writer,  p. 412. 
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Gawainによれば， “cowarddyse”が “couetyse”に従うよう唆したために “lewté”を放棄し




ある。The Parson’s Tale によれば，「生への執着」という感情やそれに基づく行動はこの
「貪欲」という罪ではない（39）。それにもかかわらず，Philippe Ariès （1981）はこの5番目の
誘惑の対象である “avarita”が示す意味のなかには「生への執着」も含まれていると主張し
ている（40）。またDavid Farley Hills （1963）は “avarita”という語が経済的な富に対する欲だ
けでなく，それ以外のものへの欲望を意味する神学的解釈が長く存在していたことを示し
て，アウグスティヌスの神学的立場からすれば「神以上に自らを愛することも “cupiditas”
という罪である」（41）と指摘している。特筆すべきはAM もまた “seld it is seyne þat any 
seculer & carnall man or relygiouse man [other] dispose hym-selfe to deth…hopynge 
þat he schall escape þe deth—& þat is [þe] most perlous þinge & most inconuenient þat 








“[W]e ought to take oure deth whan god will wilfully & gladly without any 
gruchchynge or contradiccion, … þouʒe þe lewd sensualite & the freelte of 
oure flessh naturally gruch or stryue þere-aʒence;” （408）（44）
死に対して抗おうとする態度が自然であることを認めながらも，神の意志に従い死を受
（37）  Allen, p. 190. 
（38）  St. Thomas Aquinas, The  Summa Theologica  （1998） （以下ST）, I. ii. q. 84. art. 1. 
（39）  ll. 739-45. The Parson’s Tale からの引用はすべてLarry D. Bensonの校訂本によるものとする。
（40）  Ariès , p. 130. 
（41）  Hills, p. 129. Saint Augustine, Book XIV, Chapter 28; ST , I. ii. q. 77, art. 4参照。
（42）  AM 第5章の冒頭にも類似した内容が書かれている（pp. 415-6）。
（43）  SGGK においては「死」や「死の恐怖」を「誘惑の場面」以外でも強調されている。Judith S. Neaman （1976）は
SGGK を特徴づけるキリスト教の祝日—「主の割礼祭 （1月1日）」と「死者の日 （11月2日）」—に注目して，
その日に唱えられるミサが「死」や「悔悛」，「聖母マリアのとりつぎ」を強調するもので，14世紀当時の読者に
は身近なものであったろうと主張している （p. 33）。
（44）  「神の意思に従い，死を受け入れるべきだ」という趣旨の記述はAM のなかで繰り返されている。 "[H]e schuld 
take his deth & suffer it paciently, conformynge & committynge fully his wyll vnto goddis will…"（p. 407）; 









い。一方で「悔い改め」や「痛悔」 “repentaunce & contricion”が殊更に強調されている点に
ついては考察する必要があろう。The Parson’s Tale の冒頭では，「悔悛」 “penitence”につ
いて述べられている。悔悛とは何か，何が悔悛へと導くのか，どのように悔悛すべきなの
か，そして最後に悔悛が霊魂にもたらす利益についての説明が続く。悔悛とはAM におい









Bot in syngne of my surfet I schal se hit ofte,
When I ride in renoun remorde to myseluen
Þe faut and þe fayntyse of þe flesche crabbed,
How tender hit is to entyse teches of fylþe.
And þus, quen pryde schal me pryk for prowes of armes,
Þe loke to þis luf-lace schal leþe my hert. （ll. 2433-38）
緑の騎士との約束を果たしたあとに描かれるGawainの姿は，教区司祭が “contricioun is 
the verray sorwe … .And this sorwe shal been in this manere, as weyth Seint Bernard: 
‘It shal been hevy, and grievous, and ful sharp and poinaunt in herte’’ （ll. 129-130）と語る
ように，真の意味で悔悛した者の姿そのものである。さらにCamelotに帰還したGawainは，
（45）  ST , II. ii. q. 125, art. 4. 参照。
（46）  Allen, p. 186; Matsuda, p. 503参照。
（47）  ST . II. ii. q. 125, art. 3. 参照。
（48）  Robert W. Ackerman （1958）, pp. 257-63; Leonard E. Boyle, O.P. （1985）, p. 31参照。
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集団的自衛権（を行使すること）はあり得ない」






（71）  Washington Post , January,19,1983.
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Examining identity in the field of language learning helps in accounting for the inter-
play between individual learners and society. This paper examines research on identity 
in formal English education settings through a categorical approach to the different 
positions teachers and students can take. Zimmerman's （1998） three categories of iden-
tity—discourse, situated, and transportable—together with Richards' （2006） concept of 
a 'default' identity, help in exploring how interactions between teachers and learners 
affect the conditions under which language learning takes place. While it is possible to 
treat as given the situated identities of teacher and student, with their attendant dis-
course positions, expanding the terms of analysis beyond a simple duality offers insight 
into how teachers provide learning opportunities and how learners access them. This 
paper contrasts classroom interactions where the default identities of teacher and stu-
dent seem firmly in place with cases where other identities are in play. It will suggest 
how shifts away from the default classroom mode can carry both benefits and risks.
Zimmerman （1998, p. 90-91） proposed three categories of identity for interaction 
analysis: （1） discourse identity, （2） situated identity, and （3） transportable identity. 
Discourse identity refers to the roles interlocutors take in the moment-to-moment de-
velopment of talk, such as initiator, questioner, listener, etc. Situated identity refers to 
interlocutors “engaging in activities and respecting agendas that display an orientation 
to, and an alignment of, particular identity sets” in particular contexts （p. 90）. Teacher 
and student are situated identities in a classroom. Transportable identity refers to “iden-
tities that are usually visible, that is, assignable or claimable on the basis of physical or 
culturally based insignia which furnish the intersubjective basis for categorization” （p. 
91）. Discussing one's son's achievements invokes being a parent, while talking about a 
new business venture leads others to recognize someone as an entrepreneur.
Richards （2006, p. 60） suggested that a default identity be added to Zimmerman's 
model that “derives entirely from the context in which the talk is produced and applies 
where there is a generally recognized set of interactional expectations associated with 
that context, to the extent that there are recognized identities to which participants in 
talk would be expected to orient, other things being equal.” Default identities establish 
a baseline for interactional expectations in particular contexts. The default identities of 
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teacher and student organize the way a class operates in terms of who gets to speak 
and when. Default identities determine discourse roles, such as initiator and responder, 
questioner and answerer, etc.
The circumstances at the different educational sites to be examined vary greatly. 
The common theme in all the extracts of classroom talk is that learners are interacting 
with a teacher in a formal English class. Interactions at the first two sites exemplify the 
standard default roles of teacher and student.
Two High Schools in Tokyo
The first two extracts of classroom interaction I look at are taken from Meacham's 
（2004） study of ideology in the educational practices of two Tokyo high schools. In both 
exchanges, the default identities of teacher and student are immediately apparent. At a 
technical school, the teacher, Akari sensei, elicited responses to a listening activity. The 
students have just watched a video in which a North American high school student 
talks about wanting to be a reporter in the future. The students watching the video are 
asked to list the topics the student in the video needs to study in order to become a re-
porter.
Extract 1
Kushima:   I have to, learn a lot.
Akira:   I have to learn a lot. Sou ne  [right] a lot more about all these things 
tte itteta [she was saying] de sono all these things tte iunoni ata-
runowa  politics, politics tte nani ?[right and the referent of all these 
things is politics, politics is what?]
  （Meacham, 2004, pp. 100-101, format adapted with Japanese in italics 
and translation in brackets）
After the student Kushima responded in English, Akira sensei elaborated on the re-
sponse and requested student translations. English words were filtered through transla-
tion, loan words, and Japanese pronunciation. The Initiation-Response-Follow-up （IRF） 
pattern prevalent here is typical of a teacher-controlled approach. The pattern casts 
students into the corresponding discourse identities of responder, answerer, and, in the 
case of self-correction, repairer.
The teacher in the exchange at the more academically-oriented high school, Hata 
sensei, also made use of the IRF pattern but to different ends. The student Miyazaki 
begins by reading from a handout.
Extract 2
Miyazaki:   They show how good these things taste,
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Hata:   and they show how good these things taste hitobito wa sorera o kai-
taku naru you ni [so that people will want to buy them]
Miyazaki:   so that
Hata:   that
Miyazaki:   people
Hata:   people
Miyazaki:   want to
Hata:   Before want, you need something, so that people, so people
Miyazaki:   people
Hata:   Not now but in the future
Miyazaki:   w-
Hata:   Uh huh
Miyazaki:   w-
Hata:   people will want
Miyazaki:   to,
Hata:   to,
Miyazaki:   buy,
Hata:   buy,
Miyazaki:   it
Hata:   ahh, want to buy notto itto batto [more than one]
Miyazaki:   them
Hata:   hai [yes]
  （Meacham, 2004, pp. 104-105, format adapted with Japanese in italics 
and translation in brackets）
The student slowly performed a translation as the teacher gave hints aimed at 
achieving a high degree of precision. Meacham （2004, p. 105） pointed out that the mi-
cro-level scaffolding involved in the interaction helped students avoid mistakes, which 
were to be avoided at all costs as the students trained to take standardized tests. The 
choreographic nature of the exchange is indicative of how teacher-student identities 
sync when discourse expectations are clear. The cues that Hata sensei provides are 
quickly taken up by Miyazaki.
While both class excerpts evince clearly recognizable teacher and student identities, 
the degree of interaction with and in English was clearly different. Through her analy-
sis of the general qualities of each institution, Meacham （2004, p. 97） pointed to the role 
of Japanese identity as an important factor in the degree of engagement with English. 
At the technical school, maintenance of the students' national identity led, in part, to a 
cautious approach to English （p. 100）. The need to represent Japan on the world stage 
as well as take rigorous entrance exams were seen as a factors leading to the need for 
precise translations at the academic school （p. 103）.
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The highly teacher-controlled interactions at both schools could be regarded as fur-
thering the larger institutional needs of the school. With this possibility in mind, it is in-
teresting to consider whether nationality functioned as a transportable identity at either 
school. In the follow-up to the student's response, Akira sensei talked about how the 
“power of imagination” was needed to make connections between one's “mother tongue” 
and English （Meacham, 2004, p. 103）. She used the pronoun wareware  [we] as a way 
of marking strong group identity. In these two Japanese schools, rather than function-
ing as a transportable identity, national identity fused with the default way of being a 
teacher and student. Meacham （2004, p. 105） wrote that the students at the academic 
school were “positioned as objectively viewing both English and Japanese . . . almost as 
anthropologists . . . who can translate between cultures.” They were being trained to be 
representatives of Japan to the world.
The distinctions between student and teacher identities at both high schools in To-
kyo were clearcut. In the default mode, Richards （2006, p. 61） wrote, “it is the teacher 
who, as teacher, controls the floor, asks questions and issues instructions, prompts and 
evaluates, while the students, addressing their responses to the teacher, respond direct-
ly to these turns.” In the next classroom context, the control exerted by the teacher is 
contested.
Tradewinds High School in Hawaii
Talmy's （2008） research at a multilingual public high school in Hawaii, Tradewings, 
presented class interactions where breakdowns occurred in teacher-student turn taking. 
The following interaction took place in an ESL class where students were tasked with 
finishing assignments that were already overdue.
Extract 3
Mr. Day:   Laidplayer, you finish your summary?
IwannaFAL:   No.
Mr. Day:  Finish your summary. It's due today! Do you need help? I know you 
want me to sit down and read the book with you alright. What's 
wrong?
Laidplayer:  I was fixing my watch.
Mr. Day:  What's wrong with your watch?
Laidplayer:  It's too big.
IwannaFal:  Oh man, the bell's gonna ring!
Mr. Day:  Uh no you got about ten minutes before we're outta here. Why 
don't you try get it done that way you won't have to do it at home.
Laidplayer:  It's so easy I just-
Mr. Day:  So do it now!
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Laidplayer:  But I didn't read the assignment.
Mr. Day:  You gotta read this the chapter.
Laidplayer:  Well I don't read this book when I get home, I don't know why.
Mr. Day:  Well why don't you do it in class while I'm here making you, that 
way you can get it done.
Laidplayer:   Page 66 to 88. Well, I read some.
Mr. Day:  Okay.
Laidplayer:  When I go to the bathroom.
Mr. Day:  Huh? Hey, I like to do that too. That's the best time. Just don't get 
it dirty. （Mr. Day gets up and leaves）
Laidplayer:  Wipe my ass with the book.
IwannaFAL:  Oh yeah, oh yeah.
  （Talmy, 2008, pp. 627-628, format adapted）
Mr. Day's attempts to invoke teacher-student identities, with their concomitant 
agendas and expectations, were not oriented to by Laidplayer and his classmates. The 
official business of the class, the book summary, did not command the attention of the 
students. Mr. Day used various approaches at persuasion: authoritarian, sarcastic, and 
reasoned pleading. Talmy （2008, p. 630） identified two competing conceptions of ESL 
student identity at the school. On the one hand, there was the institutionally-sanctioned 
ESL student, who did assignments on time, attended to the official business of class, and 
avoided proscribed activities. This identity “connoted a monolithic out-group of recent-
ly-arrived cultural and linguistic 'Others,' that is, an iconic stereotypical 'ESL Student' 
（p. 626）. On the other hand, there was the 'Local ESL' student, who did not complete 
assignments, resisted the school-sanctioned way of being a student, and engaged in pro-
scribed activities. This identity displayed “cultural knowledge of and affiliation with Lo-
cal culture, cultural forms, and social practices; experience with US and Hawai'i school 
expectations and practices” （p. 625）. With 'Local ESL,' Talmy （2008, p. 625） referenced 
Zimmerman's use of situated identity as an analyst's category. I would also consider it 
as a possible candidate for default identity.
A default identity is that “which participants in talk would be expected to orient, 
other things being equal” （Richards, 2006, p. 60）. Meacham （2004, p. 98） described two 
frameworks—one empathetic, the other analytical—that operated on the institutional 
and classroom level in the Tokyo high schools. In both cases, these frameworks shaped 
the turn-by-turn progression of the lesson. They led to particular ways of operating in 
the discourse. In the Hawaiian high school, Talmy （2008, p. 626） found “competing pro-
ductions of the ESL student.” As the school year progressed, the teachers started show-
ing signs of orienting to the unsanctioned ways of being a student. Talmy （2008, p. 635） 
defined this emerging teacher identity as one who accommodates for characteristics of 
Local ESL. Teachers created 'study hall' sessions as a way of coping with students not 
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turning in their assignments. At the beginning of one of these sessions, Mr. Day asked 
if any of the students had completed the assignment. When many students stated that 
they had not, he responded, “okay that's good, that's good” （p. 636）. His expectations 
shifted over the course of the year. One senses a foreshadowing of this shift when Mr. 
Day finds common ground with Laidplayer regarding the best places to read around 
the house. Talmy （2008, p. 637） wrote that these accommodations were arguably at-
tempts to improve academic performance, even as grades continued to decline.
A default identity suggests a level of stability and recognition of roles and expecta-
tions by participants. The emergence of a contingent, negotiated, and contested teach-
er-student identity at the high school in Hawaii, does not, then, seem to qualify. The fact 
that new and relatively inexperienced teachers continually came in to teach the ESL 
classes suggests that the problems associated with adjusting to identities played out 
anew each year. The official “preferred ways of being a student” in this context were 
undermined by classroom realities （Talmy, 2008, p. 625）.
The establishment of a working relationship between teacher and student can fail 
when either party does not play the part. Identities are interdependent. This can be 
seen clearly when the teachers in the Hawaiian school began to compensate for stu-
dents who did not complete assignments. In Excerpt Two, Hata sensei and Miyazaki 
worked in concert as Miyazaki completed a translation. It was understood that teachers 
are those who initiate and support learning. Students are those who refine their skills 
in response to the cues of the teacher. While the teachers at the school in Hawaii made 
efforts to establish such an understanding, it only works when the participants are will-
ing.
Accommodating for alternative ways of being a student led teachers to abandon ob-
jectives of the course at Tradewinds High School. Allowing students to take on identi-
ties outside of the default teacher-student orientation need not lead to problems in all 
instances. In the next English classroom, we see a case where the teacher could have 
empowered a student by recognizing the student's life outside the classroom.
An ESL Program in California
Menard-Warwick's （2007） research at an ESL program in California provided a case 
where the teacher's conception of student identity curtailed the introduction of alter-
natives to the default ESL identity. These alternate identities, rather than undermine 
teacher-student interactions, could potentially be empowering for the student. In the 
first excerpt, Kerrie （the teacher） asked students to tell her two skills they have.
Excerpt Four




Fabiana:  Mmm. I can do cook.
Kerrie:  You can cook?
Fabiana:  I can do buy/sell chemical products.
Kerrie:  Buy and sell...
Fabiana:  Chemical products
Kerrie:  Chemical products! Wow! So you can buy and sell chemical prod-
ucts. What are chemical products?
Fabiana:  Uhhh Ace Acetaminophen.
Kerrie:  Asaphine?
Fabiana:  Acetaminophen?
Researcher:  Acetaminophen? Like tylenol?
Fabiana:  Tylenol.
Kerrie:  It's a medicine. Pharmaceutical. For health right?
Fabiana:  Yes.
Kerrie:  It's a medicine. Was that your experience?
Fabiana:  Yes.
  （Menard-Warwick, 2007, p. 275, format adapted）
The discussion around the remarkable skill of buying and selling chemical products 
focused on standard usage—inserting “do” after “can” —and vocabulary. Kerrie recom-
mended 'medicine' or 'pharmaceuticals' in place of 'products' （Menard-Warwick, 2007, p. 
277）. The researcher, who observed the lesson and spoke with Fabiana, could see that 
Fabiana was referring to chemical materials, thus 'products' would be an acceptable 
term. Menard-Warwick's （2007, p. 276） analysis pointed to numerous occasions in the 
interaction where Kerrie positioned herself as teacher through fill-in-the-blank intona-
tion and IRF patterns, “invoking their relationship as teacher and student." Fabiana's 
frequent use of a rising intonation contour, indexing her uncertainty, also had the effect 
of positioning herself as learner.
Through interviews with many of the participants, observation, occasional participa-
tion in the lesson, and analysis, Menard-Warwick （2007） argued that students such as 
Fabiana were attempting, with varying degrees of success, to introduce identities apart 
from the default student identity. In an interview two months later, Kerrie told the re-
searcher that “all （her students） would say, 'I can't do anything except clean my house 
and take care of kids and cook or sew'” （p. 278）. This, the researcher remarked, was a 
“missed opportunity for Kerrie to re-think her assumptions” （p. 278）.
I would like to consider how the introduction of transportable identities such as 'busi-
nesswoman' or knowledgeable person could have important interactional consequences. 
Kerrie's attempt to elicit more information was limited to yes-no questions: “Did you 
have training?” and “Did you go to school to learn about that?” （Menard-Warwick, 2007, 
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p. 277）. A more open-ended prompt—“please tell me about your experience buying 
and selling chemical products," for instance—might have provided the opportunity for 
Fabiana to tell her story and invoke her identity as a 'businesswoman.' If successfully 
invoked, the other participants in the class might have begun to orient to Fabiana as 
someone who has skilled knowledge in a field. Orienting to a person's preferred identity 
rather than to a generic 'learner' identity could be a way for students to become more 
invested in class.
While it is complicated to suggest that one form of interaction is authentic and anoth-
er inauthentic （Richards, 2006, p. 63）, it seems possible that the introduction of personal 
material could potentially enrich classroom exchanges. In the last classroom to be exam-
ined, we get an example of a different way that teacher-student interaction can play out 
to positive effect.
An Immersion Classroom in Hungary
In Duff's （1995） study of English-medium history classes in Hungary, the roles of 
teacher and student seem more fluid when conducting a class exercise called 'student 
lectures.' Students chose a topic, prepared over several days or weeks, and made a 
5-15 minute presentation to the class. During the lecture, the teacher sat near the back 
of the room among the students. Many features of the discourse evince default teach-
er-student identities: Kati （the teacher） “underscored key aspects of the student's ma-
terial” （p. 522）, stopped students when themes were unclear, and provided feedback. 
What stands out though, is that the students did the very same things.
Excerpt Five
Kati:  . . . Köprülü Mohamed （Turkish military leader）. So he very soon 
stabilized the political life of Turkey, and then he decided - to pun-
ish Rákóczi for his disobedience.
S:  Mert ? [Why?]
Kati:  Because he did not ask permission to go to Poland and when 
Köprülü Mohamed sent messa - messages to him asking to return 
he just he thought he was one of those Turkish leaders who are - 
who have no real power so he did not obey the orders . . . . He dev-
astated the capital of Transylvania, the - and the army which was 
uh on his way back to Transylvania was captured, by the Turks 
and was taken to the Crimean Island.
S:  How?
Y:  How?
Kati:  Only - only Rákóczi György the second could escape.
S:  But we . . . （a few turns later） How did they manage to do that 
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whole - the whole army? But how? But how?
Kati:  They were outnumbered probably . .  .
S:  By boat from Transylvania. Good.
Kati:  No they didn't need boots.
S:  Boats （laughs）
SSS:  （loud laughter, especially from boys）
Kati:  Boats （laughs）
S:  It's not an island.
K:  It's a peninsula rather. Sorry it's not.
S:  Hát akkor nem csoda . [Then it's not surprising.]
  （Duff, 1995, p. 526, format adapted with translation in italics and 
translation of Hungarian in brackets）
Duff （1995, p. 525） noted that, “classmates were providing feedback related to be-
haviors associated with good teaching.” In the fluid exchanges, the student giving the 
lecture responded to calls for clarification and adjusted the speed based on cues from 
both classmates and the teacher. Kati gave great leeway, but could step in to get things 
back on track if students veered off too much. Kati shares in the students' merriment 
over her mistaking "boats" for "boots." In the next excerpt it is evident that the flow of 
the talk it not overtly controlled by Kati.
Excerpt Six
Anikó:  And so the Hapsburgs, who were - ah - initially - ah - ah hogy van 
az, hogy kibérelve? [How do you say that, how is kiberelve?]
S:  Rent （SSS laugh）
Kati & SS:  Hire
Anikó:  Hired by the - ah
S:  But it's not hired.
Anikó:  Okay - so -
J:  Paid by.
Anikó:  Paid by the Habsburgs, so the Hajdus was - initially - who were 
initially - paid by the Habsburgs, ah - then supported - Bocskay, be-
cause of his promises . . .
  （Duff, 1995, p. 525, format adapted with Hungarian in italics and 
translation in brackets）
If one were to remove the participant names from Excerpts One through Four and 
focus only on what was said, it would not be difficult to identify between teacher and 
student. It proves much harder to do that in these excerpts. When a student asks for 
a translation of the Hungarian word kibérelve , one student suggested 'rent.' Students 
laughed at this. Kati and others recommend 'hire' and a student protested. Finally, 
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Student J offered 'paid by' which was picked up and used by the student lecturer, An-
ikó. This sort of highly interactive turn-sequencing, at times supportive and sparring, 
occurred when Kati gave lectures. In Excerpt Five, Kati's mispronunciation of 'boat' 
as 'boot' and misidentification of a battle site as an island instead of a peninsula led to 
mockery. It also evinced a sort of 'all together now' style of discourse. The quips moved 
the conversation forward productively.
As in the other case studies, particular aspects of the teaching context in the Hungar-
ian school impacted teacher-student identities. Teachers often had a background in one 
subject area, such as history or literature. They were expected to “demonstrate compe-
tence in EFL as well as content” in a particular subject but faced students who “often 
have—or believe they have—a superior grasp of language across a wider range of situ-
ations, registers, and subject areas” （Duff, 1995, p. 526）. While many teachers struggled, 
Kati was able to overcome initial difficulties and persevere. The students were “academ-
ically prescreened, university-bound . . . on the whole very bright and keen to learn and 
the content was intrinsically motivating for them” （p. 522）. The student lectures were 
a new activity taking place in a country dealing with political changes. Duff contrasted 
the new form with felelés , traditional teacher-centered recitations. In the felelés , teach-
er-students identities were clear-cut and non-negotiable.
Duff （1995, p. 521） pointed out that “the lecture seemed to serve as a locus for the 
apprenticeship of EFL history teachers as well as history scholars.” Put this way, stu-
dents taking on the discourse roles of the teacher can be seen as addressing important 
student needs in the language. The students receive beneficial practice in holding the 
floor and shaping their message to effectively reach a particular audience. In an appren-
ticeship model, the apprentice gradually takes on more responsibilities until he or she 
can function independently in the profession or field. By opening up the floor to the stu-
dents, Kati let them stretch the bounds of their student identity in the discourse. They 
were practicing the skills needed to be a teacher.
Conclusion
The vagaries of institutions and participants make it difficult to pronounce categor-
ically about the role of teacher-student identities in language classrooms. Yet, at the 
same time, the detailed work of these researchers can be treated as instructive case 
studies. In the study of two high schools in Tokyo, we see how default teacher-student 
identities can potentially serve an institutional framework. At Tradewinds High School, 
institutionally-sanctioned identities were seen to be problematic. Interactions recorded 
at the ESL program in California pointed to the value in reflecting on our assumptions 
about learner identities. In the study of a Hungarian EFL classroom, we see how more 
fluid modes of interaction can serve the needs of students. Works such as these help 
deepen our understanding about the importance of identity in language teaching.
─199─
References
Duff, P. （1995）. An ethnography of communication in immersion classrooms in Hunga-
ry. TESOL Quarterly, 29  （3）, 505-537.
Meacham, S. S. （2004）. Ideological complexity, national subjectivity, and the cultures of 
English in Tokyo high schools. Proceedings of the Eleventh Annual Symposium about 
Language and Society. （April 11-13, 2003）.
Menard-Warwick, J. （2007）. `Because she made beds. Every day`. Social positioning, 
classroom discourse, and language learning. Applied Linguistics, 29  （2）, 267-289.
Richards, K. （2006）. `Being the teacher`: Identity and classroom conversation. Applied 
Linguistics, 27 （1）, 51-77.
Talmy, S. （2008）. The cultural productions of the ESL student at Tradewinds High: 
Contingency, multidirectionality, and identity in L2 socialization. Applied Linguistics, 
29  （4）, 619-644.
Zimmerman, D.H. （1998）. Discoursal identities and social identities. In C. Antaki & S. 




Work on identity in language learning integrates the student and the wider social 
context. The present study examines the default identities of teacher and student in 
four formal English language learning classrooms. By placing different learning contexts 
side-by-side, interactions between teachers and students are compared in terms of how 
closely the participants stick to the standard way of conducting the class. Extracts from 
classroom talk are analyzed for evidence of how identity operates and what impact it 
has on the access students have to language learning opportunities. Movement away 
from the traditionally understood ways of being a teacher and a student is argued to 
carry potential benefits and risks.
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Problems with English Education in Japan and Solutions
LANCASTER, John
O T A N I ,  T a m a k i
Introduction
The English communication ability of most Japanese is lower than one would expect for 
the population of a highly developed and educated country. The authors investigated 
the reasons for this and considered what could be done to improve the situation. In 
particular, they considered what native English-speaking teachers could do to improve 
it.
Historical Reasons
First of all, it is important to take into account the history of English education in Japan. 
In 1940 English was declared a tekiseigo , 敵性語, or tekikokugo , 敵国語, an enemy com-
batant language, and effectively banned from education and usage.（1） As a result, when 
English language education was reintroduced at the end of the war, the teachers could 
not speak the language. They could teach only what was written in textbooks. This 
led to an overdependence on the written word. What they could teach was reading, 
writing, translation and grammar, which they themselves learnt from books. What they 
could not teach, though, was pronunciation and communication. To make matters worse 
they used, and teachers still use, the katakana syllabary to teach English pronunciation.
The result of this is Japanese English pronunciation due to the limited number of vowel 
and consonant sounds. For example, it is impossible to end a word with a consonant 
other than n, which is why many Japanese add a vowel at the end of so many words, 
the same katakana letters are used to represent both l and r sounds, and there are so 
few vowel sounds that it is impossible to demonstrate the difference between want 
and won’t . Tests were therefore devised that would test only what Japanese teachers 
had taught. In other words, they tested reading and writing skills with a strong 
emphasis on grammar and translation. Unfortunately, that resulted in a vicious circle. 
As Japanese teachers considered their aim was to get their students to pass tests that 
did not require any conversational or communication ability, they saw little need to 
teach conversation or communication. Is it possible the government saw advantages in 
continuing this policy? Readers could learn from other countries. To work in another 
（1）　 Mark Irwin, Yamagata University （2013）  
http://www-h.yamagata-u.ac.jp/~irwin/site/Home_files/No%20English%20Spoken%20Here.pdf
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country, conversation and communication ability are necessary. Could it be that the 
government did not want to see significant numbers of the educated leaving the 
country to seek higher salaries in other countries? Japan did not want to suffer from a 
brain-drain as Britain and many British Commonwealth countries did in the post-World 
War II years.
The situation began to improve somewhat in 1987 with the start of the JET programme 
when Assistant Language Teachers （ALTs）, were introduced. This was a notable 
improvement for a number of reasons. First of all, students were introduced to spoken 
English as pronounced by native speakers. Secondly, students were they obliged to try 
to communicate with a foreigner. For many it would be the first time had been in such 
close contact with a foreigner. Of course, the ALTs also gave the Japanese teachers a 
chance to improve their own pronunciation and oral communication skills. It should be 
noted that around this time the foreign population in Japan exploded as a result of the 
Big Bang and the Bubble in Japan, which brought many foreign companies to Japan, 
and the introduction in 1985 of working holiday visas for Australians and, later, other 
nationalities. Foreigners became commonplace.（2）
Cultural Problems
There are also problems that exist in the Japanese education system that are not 
specific to English lessons. One is that in schools in Japan students traditionally do 
not speak unless spoken to or given permission to speak. This combined with large 
classes results in students having little or no chance to speak. Another is written tests 
where 100% accuracy is the aim. Students are taught not to make mistakes, it is bad 
to make mistakes. While seeking perfection is a noble concept, making mistakes is part 
of the learning process. Unfortunately, it is only too easy not to make mistakes. If you 
do nothing, you make no mistakes. When they learn this, students become afraid of 
making mistakes, afraid to try, to take chances. This demand for accuracy creates an 
atmosphere that encourages students to do only what they are sure they know how 
to do. It discourages taking chances and trying something new, which are essential for 
making progress.
It is because of these problems in the English language education system up to high 
school that there are so many English language schools in Japan. Business needs people 
who can communicate in English, which happens to be the language of international 
business. Private schools have stepped in to provide what high schools have failed to 
provide and universities should provide.
（2）　 http://www.moj.go.jp/ENGLISH/information/bpic3rd-02.html
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In Japan people do not ask enough questions. They do not question what they are 
taught or how they are taught. They are taught to believe, not think. They believe 
what they are taught without question. This has led to the unquestioning belief in 
many myths, such as the Japanese are unique, Japanese use a different side of the brain 
for processing language and many other myths. Unfortunately, this includes the belief 
that Japanese cannot learn English. In fact, 10.48% gave being Japanese as the reason 
English was hard to learn.（3）This belief is partly based on the left-right brain function 
myth, partly on sentence structure, but it is a myth as shown by those Japanese who 
have overcome the hurdles in their education system to speak excellent English. 
However, such myths provide good excuses for those who are not prepared to make an 
effort.
Japan has a large population, over 127 million. Countries with smaller populations tend 
to be better at learning foreign languages, notably English. Europe demonstrates this 
well. The smaller countries such as The Netherlands and the Scandinavian countries all 
excel at English with 85-90% being capable of speaking it well.（4） There are two reasons 
for this. They realise the importance of other languages rather than just relying on 
their own, and much of imported culture, such as TV, movies and music, is in English. 
Compare this with Japan where nearly everything is in Japanese. Outside metropolitan 
areas, there are few signs in English. There are still even many ATMs that do not 
have English menus. As Japanese do not need English in Japan and see and listen to 
comparatively little, they tend to underestimate the importance of English outside 
Japan. They still tend to think they need English to communicate with Americans and 
British people. They do not realise that the majority of English speakers in the world 
are non-native speakers. In fact, India, Pakistan and Nigeria all have larger English-
speaking populations than the U.K.（5）
Furthermore, Japan is a virtually monolingual country. True there are other languages 
such as Okinawan and Ainu, but they are hardly ever used. The largest ethnic minority 
is Korean, but they all speak Japanese as well as any Japanese does. This adds strength 
to the belief that so many Japanese have that they do not need English. Compare 
this with The Philippines or India, countries with many regional languages. In these 
countries, English is a lingua franca, a common language. It is used in education. In fact, 
in India all university education is carried out in English.





When Japanese travel, they often travel in Japan, or if they do venture to a foreign 
country, they usually go on a guided tour with other Japanese tourists and stay in 
especially Japanese-friendly hotels. They are often protected from the need to use 
another language. They do not think they need or will ever need English.
Another problem that is less frequently identified is noise pollution Japan is an 
incredibly noisy country. Everywhere there are endless announcements. Even in the 
wildest countryside there are city-operated loudspeaker systems that tell people it is 
time for lunch, not to let their dog run loose, and tell children when to go home. In the 
city, all the way up or down the escalators you are told to stand inside the yellow lines 
and so on. The noise is endless, yet it does not bother the Japanese. They have learnt to 
ignore noise and are very good at doing so. Unfortunately, the English language seems 
to fit into the category of noise and gets ignored rather than heard or properly listened 
to. Compare this with the situation in more rural and less developed countries such as 
Laos, where one of the co-authors observed that children seemed to be able to learn to 
speak English and hold a conversation in English in about six months.
Russ Marcus, who lived and taught English in Laos before it became a communist 
country and compiled the Lao-English, English-Lao dictionary that has been a standard 
since it was first published in 1970, explained why they learnt so quickly. He explained 
that they were jungle people and had good hearing. In the jungle they depended on 
their ears to identify sounds. You might hear the sound of a bird or animal. They would 
be able to clearly identify that sound and tell you what kind bird or animal made that 
particular noise. It reminded one of the co-authors of his first trip to Thailand when he 
went trekking in a hilltribe area. He was speaking to an Australian. A whole sentence 
he said was repeated behind him like an echo. Both he and his friend turned around in 
astonishment and saw a child. That child had repeated a whole sentence in a language 
he had never studied after hearing it only once. How many of us could do that?
This can perhaps be explained by the cocktail party effect, which is referred to 
in research by Dr. Edward Chang, M.D. and Nima Mesgarani in their publication, 
Selective Cortical Representation of Attended Speaker in Multi-talker Speech 
Perception.（6）Mesgrani, an engineer with a background in speech recognition, states 
that humans have a quite remarkable ability to select a voice to listen to, yet it is 
extremely difficult to get a machine to do this. A person can walk into a room full of 
noise that includes voices, but his brain is still capable of tuning in to just one voice 





and listening to that. This seems to describe what the Japanese have become so good 
at, which was mentioned in the previous paragraph. It seems they are very good at 
hearing and listening to spoken Japanese while ignoring other sounds including other 
languages. In contrast, the children living in Laos or the jungle listen carefully to all 
sounds, particularly new ones.
How to Overcome the Problems
First and foremost it is important to inspire and encourage students since many seem 
to have little interest in learning English and see little need to do so. The results of the 
authors’ survey（7） showed that after high school 20.56% said English was necessary, 
37.38% useful, 30.84% occasionally useful and 11.21% thought they did not need it. It 
also showed that a mere 3.96% thought English was very interesting, 24.74% thought it 
was interesting, 49.5% thought it was only a little interesting and 21.78% thought it was 
boring. For this reason, motivational lessons are useful.
There are many ways to increase the desire of Japanese students to learn English. 
Students’ main reason for attending university and getting a degree is to secure a good 
job. They need to understand that if they are good at English, they can find a better 
job. Some Japanese companies such as Nissan, Rakuten and SoftBank are actively 
seeking recruits who are able to communicate in English. What most do not realise is 
that once they have obtained a job, English ability may help them to keep that job and 
get promoted. Many students appear to believe that when they graduate, they will 
get a job for life as their fathers did. They must be made to understand that this is no 
longer true. When a company has to downsize, a lack of ability to speak English can be 
a good reason or excuse for firing people. Also, for international business, English is the 
lingua franca.
It seems to the authors that most of their students want to travel. Travel is much 
easier and more enjoyable for those who can communicate in English no matter where 
you go. English is spoken in many countries where it is not a national language, so 
Japanese students need to be taught that travel can be more fun if they can speak in 
English.
Friendship is another reason for learning. If you can speak only Japanese, it is much 
harder to make foreign friends and even harder to make friends in foreign countries. 
Some students go to E.S.S., the English Speaking Society, to improve their English 
and make foreign friends. The foreign students in the university are usually good at 
（7）　 Survey performed in 2014 by John Lancaster and Tamaki Otani at Chiba University of Commerce 
http://www.lancasterjohn.com/cuc/CUC%20Student%20Survey%202014.pdf
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Japanese, but not all foreigners in Japan are and very few people outside Japan speak 
Japanese. Speaking English makes it much easier to make friends from and in other 
countries.
English should not be too difficult. Unfortunately, one of the problems is that Japanese 
high school education involves teaching too much vocabulary and advanced grammar, 
much of which is not so useful. This seems to do a very good job of teaching them that 
English is so difficult that they will never succeed in learning to speak it well enough 
to communicate. 66.02% said high school taught them English was difficult and 6.8% 
thought they would never learn it.（8） To motivate students, it is important to teach that 
English is not difficult, it is easy and that they can and will succeed in learning it. When 
one of the co-authors was a child, he went to a school which had the motto, “They can 
because they think they can.” The opposite, “They can’t because they think they can’t” 
seems to describe the attitude of many students when they enter university. They 
therefore need to be taught that they can, that it is not as hard as they imagine, that 
learning to speak and communicate in English is something that they can do. Students 
must realise that they need to learn English, but that is not enough. They should want 
to learn English.
It is also worth noting that a majority of students, 77.14%, thought that English was 
difficult because they did not have a large enough vocabulary.（9） It seems more likely 
that when they were at high school, they were taught too much vocabulary in order 
to pass tests that demanded they learnt too many unnecessary words, too many to 
remember, too many useless words and phrases. A phrase that springs to mind, one 
that struck a native speaker as being particularly useless when he saw the high school 
student sitting next to him on the train studying it on the train, is the “transience of 
life”. Could that student even say, “I don’t know” instead of “Wakarana i”? One wonders. 
Students must spend time learning to use and remember useful words rather than 
remembering and then forgetting useless words.
Next students need to realise that they will not learn English by just sitting in a 
classroom for 1.5 hours a week for the 30 weeks of the school year. Thirty lessons 
adds up to 45 hours. That is simply not enough. When students hear this, they think 
they are going to be told to do a lot of study. They have all studied English for six 
years when they enter university. It is not study that they need; it is practice. They 
understand that if they want to be good at baseball, tennis or some other sport, they 
（8）　 Survey performed in 2014 by John Lancaster and Tamaki Otani at Chiba University of Commerce 
http://www.lancasterjohn.com/cuc/CUC%20Student%20Survey%202014.pdf
（9）　 Survey performed in 2014 by John Lancaster and Tamaki Otani at Chiba University of Commerce 
http://www.lancasterjohn.com/cuc/CUC%20Student%20Survey%202014.pdf
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need to practise. We do not learn how to hit a ball by reading how to do it; we learn 
by practising how to do it until we can do it well. Similarly, we do not learn new words 
by looking them up once in a dictionary. We soon forget those words. The words we 
remember are the words we often use. We need to practise words to remember them. 
That is how the brain works. If we use them often, our brain thinks it needs them and 
remembers them. If our brain never uses them, it thinks they are of no use and throws 
them out.
Once the students understand that they have to use time outside of the classroom if 
they are going to learn to speak and communicate in English, they have to be taught 
how to practise, and there are many ways. One of the main reasons students gave for 
having poor conversational ability is that they find few opportunities to speak English. 
As is the case in so many situations, opportunities have to be created. 80.95% never 
used English outside the classroom, and 81.13% never spoke English with friends. Yet 
students can create opportunities if they make the effort. Teachers can help them 
by showing where such opportunities lie, but the students themselves really need to 
make an effort. E.S.S. gives students an excellent opportunity to speak English and 
make foreign friends, yet 96.19% said they never attend, and that is in spite of active 
encouragement from teachers.（10）
At home students should have no trouble finding ways to practise listening to English. 
Listening to English music, watching TV, movies, Youtube and so on with an English 
soundtrack can all help. Practice should be both active and passive, by which we mean 
having English on in the background helps students to become accustomed to English 
sounds. Students should not be encouraged to practise listening using headphones 
（except noise cancelling ones） or earphones on the train as the volume required to 
overcome noise might be enough to cause permanent damage to hearing ability. On the 
train students can “chat” using a chat app such as Line to chat with a friend.
Reading is another good way for improving ability. It is best for students to read a 
little every day, and read simple, interesting texts. This provides an excellent way 
of reinforcing the students’ knowledge of grammar and vocabulary. The problem of 
overusing a dictionary when reading needs to be understood. Many students after being 
taught a new word by their teacher still insist on looking the word up in a dictionary 
to see what it is in Japanese. It is necessary for teachers to explain that that is not 
a good way to learn vocabulary. It is important to teach them to guess what a word 
means and understand that word by associating it with an image rather than a word in 
their own language. What they do when they come across a word they do not know in 
（10）　 Survey performed in 2014 by John Lancaster and Tamaki Otani at Chiba University of Commerce 
http://www.lancasterjohn.com/cuc/CUC%20Student%20Survey%202014.pdf
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Japanese is guess what it means rather than get out their dictionary. They should do 
the same in English. They need to be taught to fill in the gaps, guess the words they do 
not know. This is easier to do when reading than in conversation, but in both cases, it 
is something they must learn to do. Dictionaries should be used only as a last resort or 
for confirmation of a guess. They should be used only as support, and not a substitute, 
for memory. As we tend to remember what our brains think we need to remember, 
reliance on a dictionary can have a detrimental effect on memory.
Writing needs practice, too. It gives students time to practice sentence structure. They 
can look back at what they have written and find their mistakes. Unlike conversation, 
it does not disappear. Using a computer to check spelling and predictive typing on a 
phone, students can improve their spelling. By using the thesaurus in Word or other 
word processing software, students can expand their vocabulary.
Many of the students in the survey did not practise even simple English enough 
outside class. 57.14% never read English online, 70.75% never read English print such 
as books and magazines and 50.9% never read English signs, which must explain why 
some write that they live in “Tiba” even though their university is the Chiba University 
of Commerce. Most had never been to ESS, the English Speaking Society, even though 
they were actively encouraged to do so. Most, over 80%, never spoke English to friends 
or sent text messages in English.（11）
It seems that speaking or conversation is what most of the students surveyed （69.52%） 
find most difficult.（12） To overcome those difficulties, students must first recognise the 
source of their problems. Usually, they think it is a lack of study, a lack of opportunity 
to practise speaking, which was probably true at high school, or shyness. One thing it 
is not is a lack of study. It may be the wrong kind of study, but six years is not a lack 
of study. Studying translation is not the best way to learn a language. For conversation, 
the direct method（13） seems far better. Practice is best. That is how they learnt to speak 
Japanese well and that is why they do not forget it. Again, students have to make an 
effort and opportunities to speak.
Dictation can also be a surprisingly good exercise for improving conversation. It 
teaches the students to remember English words long enough to be able to write them 
down instead of immediately translating them into Japanese, which is what they tend 
（11）　 Survey performed in 2014 by John Lancaster and Tamaki Otani at Chiba University of Commerce 
http://www.lancasterjohn.com/cuc/CUC%20Student%20Survey%202014.pdf




to do. Listening to a sentence in English, translating it into Japanese, remembering the 
Japanese for a few minutes and translating it back into English just does not work.
Students must be taught to speak badly. That may sound like the last thing teachers 
should do, but it is not. It is the first thing they should do. The students must not 
expect to be able to speak English without making any mistakes. It is the fear of 
making mistakes that more than anything else, that stops them speaking. They must 
learn that making mistakes is an important part of the learning process. They must 
speak badly before they speak well. They will never speak well if they never speak. 
The bad students are not the ones who make mistakes. The ones who do not make 
mistakes are the ones who do nothing, or do not try to progress. Good students make 
mistakes because they are trying, trying to go beyond what they know they can do, 
trying to learn. They understand that they will make mistakes when they are learning, 
but they also understand that they have to try to learn from their mistakes and correct 
them.（14）
Students must be encouraged to interact with foreigners. The university’s E.S.S. is 
a good starting point. There are always foreigners at regular meetings, which gives 
students the opportunity to make foreign friends. Once they have a few foreign friends, 
they will find it easier to find more. Most students have a fear of foreigners. It is a fear 
even if they say it is shyness. E.S.S. provides a place where they can overcome this 
fear. They claim Japanese people are shy, yet they love karaoke and are quite prepared 
to sing out of tune and badly with no fear in a karaoke box in the presence of other 
Japanese, so shyness does not appear to be the reason. It is fear, the fear of making 
mistakes in class, which they were taught in high school, combined with a fear of 
foreigners and a lack of self-confidence.
From there, students should progress to making foreign friends outside the university 
by going to places popular with foreigners. There are many such places, and they are 
quite accessible for anyone who really wants to go.
Students need to be encouraged to get out of Japan and travel. As soon as they are 
out of Japan, they will find speaking Japanese of little use for anything other than 
communicating with or through other Japanese speakers. Getting out of Japan is 
extremely beneficial as a motivator. Students who travel on their own rather than on a 
package tour make great progress and soon become highly motivated. When they go to 
another country, they become foreigners in that country. Foreigners in another country 
may include many nationalities. Those different nationalities will almost certainly use 
（14）　 John Cleese. http://my.ilstu.edu/~eostewa/ART309/Mistakes.htm
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English as a lingua franca, and the Japanese will find themselves part of this group. 
It can teach the importance of English for communication with non-native speakers. 
It shows them that non-native speakers can speak English. It can also help students 
overcome some of their fears. Many students have said that they became more 
confident by speaking with other non-native speakers, some specifically mentioning 
other Asians. Some have gone on to say that through speaking with other Asians, they 
gained the confidence to speak without fear with Europeans including native English 
speakers.
Reward and necessity are great teachers. Travel provides both of these. A student 
will find that there are many advantages to speaking English. Students must be 
encouraged to travel overseas as travel will encourage them to learn to speak English 
and learn why it is necessary and useful to do so. Travel rewards the traveller who 
speaks English, and reward is an excellent teacher. That is how a dog is taught to 
understand simple English commands. It works with people, too. Getting a better price 
in a shop through bargaining, finding a good cheap place to stay instead of sleeping on 
a bench in a bus stop, finding what to eat, or finding out what you are actually eating, 
in a restaurant are just a few examples of rewards that can be obtained by speaking 
English. As soon as they are out of Japan, they will find Japanese of little use for 
anything other than communicating with or through other Japanese. More importantly, 
they will learn how rewarding English can be.
In fact, getting out of Japan is extremely beneficial as a motivator. Students who 
travel on their own rather than on a package tour make great progress and soon find 
themselves highly motivated to communicate in English. It can teach the importance of 
English for communication with non-native speakers. It can show them that non-native 
speakers can speak English. It can also help students overcome some of their fears and 
become more confident. Many students have said that they became more confident by 
speaking with other non-native speakers, some specifically mentioning other Asians. 
They go on to say that through speaking with other Asians, they gained the confidence 
to speak without fear to native English speakers.
The smartest students realise that they have long holidays that can be used to their 
benefit. They use these to travel and learn. They spend maybe a month in another 
country. They really make progress. The authors teach their students how to do 
this. They tell them to go to cheap countries for a long time rather than expensive 
countries for a short time. They try to get them to ignore the conventional wisdom, 
which says they should go to a school in an English-speaking country. When they do 
so, they often get trapped in a group with other Japanese at the school and spend time 
speaking Japanese. Some never make friends with native speakers. Yet, backpacking 
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around South East Asia, for example, they will have no trouble meeting and befriending 
foreigners, some of them, but not all, being native speakers. That is good because they 
can learn to use English as a lingua franca.
Conclusion
The authors have drawn a number of conclusions and come up with some suggestions 
for improving the students English, and, in particular, their conversation and 
communication ability.
It seems quite clear that another 30 lessons repeating what was done in the six years 
preceding university will not result in any noticeable improvement in the students 
English ability.
One problem that was identified is a lack motivation. Teachers must motivate their 
students by teaching the benefits, the advantages, the usefulness of learning English 
and communicating in English, and that learning to do so is not as hard as they imagine. 
In fact, by avoiding what is too difficult, they can teach the students that English is not 
difficult to learn.
The students need to understand the importance of practise. The survey shows many 
believe they have not learnt enough English. To the authors it appears that they have 
forgotten too much and not remembered enough. It seems they have had too much 
to study, but not enough practice. It is the practice of basic English that they seem to 
need more than anything else.
Teachers have to accept that they are not going to make their students excel in 
English, especially conversation and communication, in the classroom. They have to 
teach them how to learn, make them want to learn and get them to really learn by 
motivating them to practise English outside the classroom.
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Japanese students have a lot of difficulty learning the English language. In particular, 
speaking and communicating in English appears to be the area that of greatest 
difficulty and the one that requires most attention. The historical and cultural reasons 
for this are investigated. The authors carried out a survey to discover the students’ 
opinions on learning English with specific reference to study at pre-university level. 
They used the results of this survey to pinpoint some of the major problems students 
have and what the students think are problems. Having pinpointed problems, the 
authors suggest solutions that should help teachers at university level to improve their 





























































































































































































































1 かなり悪かった 0 3
2 やや悪かった 12 18
3 どちらとも言えない 35 24
4 やや良かった 24 21
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学校種別 学校数 全学利用 全学利用・ 個別利用の合計
他のLMS 
を利用 LMS未使用
国立大学 87 35（40.2%） 62（71.3%） 7（8%） 10（11.5%）
公立大学 83 13（15.7%） 29（34.9%） 6（7.2%） 35（42.2%）
私立大学 611 105（17.2%） 195（31.9%） 73（11.9%） 301（49.3%）
高　　専 62 17（27.4%） 26（41.9%） 11（17.7%） 24（38.7%）
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Learner Autonomy and Practice in a Flipped EFL Classroom:
Perception and Perspectives in New Digital Environments
HOMMA, Jimena Emily Benosa
The phenomenon of globalization is overwhelming as it is constantly driven by the 
rapid growth of political and economic migration, trade exchange, increased mobility, 
and by ever-developing media technologies. The constant tide of influences contributes 
to the emergence of Global English that further ushers to more complex tasks for 
language educators. Many language classrooms now attempt to take advantage of the 
trend and incorporate new technology in their hope to make learning more relevant 
to the learners’ lives. Technology has been found to accelerate language learning in 
English as a Foreign Language （EFL） classrooms urging many educators to reorganize 
approaches and processes that could address new learning needs, learning styles and 
emerging literacies.
Teachers investigate more on attitudes and anxieties among young people who are 
becoming more concerned of their readiness for their future careers and work life, with 
many increasing their effort to supplement formal schooling with independent study, 
TOEIC exam preparation, EIKEN, private English language course, or Business English 
vocational programs. How to prepare lessons that are relevant to students’ needs has 
now become a major objective for many a university teacher. But just as teachers 
focus on more student—centered education, technology could be competing as well and 
sharing a big slice of the learners’ attention via the internet, digital games, and social 
networking like Facebook, Twitter, Instagram and others.
This ever-growing influence of new technology in the learners’ everyday lives 
could actually be regarded as a positive factor to improving teacher strategies. New 
technology allows for more autonomy and ushers learners for a greater sense of 
responsibility over their learning. Autonomy, seen as multi-dimensional as it takes 
different forms depending on various contexts of learning, could possibly address many 
concerns in learning a second language. Autonomy is regarded as a natural tendency 
for learners to take control over their learning, although it is displayed in different ways 
and to different degrees according to unique characteristics of each learner and each 
learning situation （Benson, 2011）.
Could more autonomy further increase students’ motivation to learn English in the 
university? Referring to motivation as a unitary concept is insufficient to explain and 
fully understand its dynamics in the classroom because individual motivation exists at 
different levels of generality （Tanaka, 2014） but if we understand how students regard 
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the posture they have gained out of their new skills, and how they value English 
competence, it would be a step closer to more teaching-learning success.
Applying a motivational classroom could be one way to develop intrinsic motivation 
in learners and answer their basic psychological needs. Tanaka （2014） emphasized on 
the importance of observing motivational intervention that could trigger intrinsic trait 
motivation and intrinsic classroom motivation, traits that are believed to be strongly 
correlated with the need for competence.
Providing more practice for listening skill would also lead to increased intrinsic 
motivation for listening activities, trait that is correlated with the need for autonomy 
and competence. It is also suggested that intrinsic motivation for speaking activities is 
strongly correlated with the need for autonomy and relatedness. What specific activities 
to employ in the classroom to usher students to these paths will be investigated in 
this paper. Would a combination of increased autonomy and practice in classroom and 
homework tasks develop students’ intrinsic motivation for English competence? A short 
study of freshmen university students’ first steps to English language learning in the 
university could shed some answers to these questions.
Purpose of the Study
The increasing potential for autonomy and practice to address the English learning 
difficulties of freshmen university students in Japan motivates this researcher to write 
this paper. This research attempts to investigate autonomy not as “freedom to learn a 
new language or not to learn it”, neither as “learning in isolation”, nor “learning without 
a teacher”, but autonomy as “learning with opportunities for home practice to be able 
to exercise control over learning” and its relevance to the current practice in language 
education. It will also study how more digital lesson practice opportunities at home and 
outside the classroom could strengthen student autonomy leading to more personal 
responsibility for language learning.
Some students found English as difficult to learn, driving them to choose courses with 
lesser English subjects, so ushering this business-track class closer to English would 
require a test of strategies that could trigger interest towards the language. During the 
first two months of their English learning in the university, freshmen students engaged 
in doing controlled role plays and their favorite reading aloud （RA） with the teacher, 
but struggled to construct intelligible sentences on their own during extemporaneous 
conversations. Having observed these difficulties, this researcher suggests that flipping 
the classroom, meaning, providing digitally recorded dialogs through videos, practice 
exercises and unit quizzes for students to access at home before and after the teaching 
time could make students propel progress.
The opportunity to watch video-recorded conversations, try unit practice exercises 
and attempt unit quizzes at home in advance could foster prior understanding of the 
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learner of the lesson, provide more valued teacher-led discussions and practice inside 
the classroom thus resulting to better English fluency and competence. This teaching-
learning method has been seen as a major factor in effecting changes in the classroom.
Background and Related Studies
Several studies pose that identity, L2 motivation, attitudes, environment and learning 
methodology greatly affect students’ learning of a second language. The notion of 
integrativeness, as in Japanese learners’ generalized international outlook, with 
reference to Japanese learners interest in international affairs, termed as “international 
posture”, their willingness to go overseas to stay or work, readiness to interact with 
international partners, openness, and non-ethnocentric attitude towards different 
cultures （Yashima, 2002, 57; in Dornyei and Ushioda, 2009） drive motivation for English 
competence.
With the spread of Global English and the growth, fluidity and complexity of context 
across which English is now learned and used, it is becoming more and more difficult 
to explain people’s motivation for learning English in terms of an interest in the target 
language culture and community and a possible desire to integrate into this community 
（Ushioda, 2013）. This current trend explains why in today’s English learning styles in 
Japan and new literacies emerge.
In the 1970’s, the world was not only a world without mobile phones, or videos or 
Playstations, but one without search engines and World Wide Web-and one in which 
email and the internet were available only to a tiny minority. The figure continued 
to rise at a staggering rate so by the end of the twentieth century, the world saw a 
development of technology which transformed the way many people communicate 
（Tagg, 2012）. Adults and students in Japan should be among the 360 million people 
estimated to be online or able to access the internet by the year 2000, considering 
the country as one of the major suppliers of computers worldwide. In a university 
classroom for example, there are 26 students out of 30 who have access to the internet 
at home adding to the nearly two billion internet users （Internet World Stat 2010）.
A quick review inside some language schools in Japan, for example saw new 
programs offered answering recent demands from consumers, thus, programs like 
E-mailing, Weblogs, Online Shopping, Copyright search and Social Networking have 
been recently added to the older business-related courses like Presentation, Letter 
Writing, etc. Popular exam preparation courses for TOEIC, TOEFL, IELTS and 
EIKEN on the other hand remain attractive to young workers or graduating students 
especially in urban areas as these are requirements in many job openings. Some 
continuing education courses are even formed just to teach senior citizens upgrade 
their computing skills and social networking. Looking closely at these factors, we may 
ask further if these current trends in international communication are indeed the 
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primary drivers for English learning in Japan and whether they are true to all learners 
across ages.If graduating students and professionals are highly motivated to learn and 
use English due to the more complicated demands of work and career, modern ways of 
international communication, do the freshmen students share the same motivation?
A study on Japanese women suggested that personal motivation could also affect 
individual’s interest in English. The book found out that many women were attracted 
by the allure of the foreign realm and associated activities such as: language learning, 
particularly English, studying overseas, working for an NGO （non-governmental 
organization）, or an NPO （non-profit organization） or romance with Western men 
（Kelsky, 2001 in Takahashi, 2013）. In a related vein, another study explored Japanese 
women’s “akogare” or desire for the West or English language and found that it 
intersects with Japanese women’s life trajectories （Takahashi, 2013）. Furthermore, the 
researcher reported that the women’s language desire intersected with their second 
language learning, identity transformation, migration, power and gendered life choices.
In some learning environments like in language schools this researcher has worked 
in, some programs offer adult learners and professionals intensive courses filled with 
realistic lessons with options for face-to-face immersion or home-stays, or internet 
access, special software for more home practice or sophisticated gadgets which can be 
used in the presence of the teacher or during independent study.
Some support schools in Japan （Juku） providing study modules and practice also 
have modified their programs to offer independent study packets that come with 
gadgets and interactive software, or given internet access for more skills exercises. In 
an interview, some Japanese junior high school students expressed their satisfaction 
over their multi-media self-study kits subscribed from a private corporation specializing 
in independent study courses.
Formal education had its teaching-learning methodology developed to allow more 
internationalization with many public schools utilizing state-of–the-art equipment like 
interactive white boards （IWBs） with internet access to connect to other peoples of 
the world especially for cultural immersion. In her combined four years of work in the 
past decade at elementary, junior high and senior high schools in Japan, this researcher 
has also observed great improvement in international language and cultural exchange 
in formal education curriculums. Either through their foreign teachers called the JET, 
the ALTs or assistant language teachers, or through international student visitors and 
exchange students, learners now enjoy more natural English interactions.
But as direct contacts with English speakers rise, digital media also heighten their 
influence in the learners’ lives. Smart phones, YouTube site and other social networks 
like Facebook and Twitter offer advanced functions and applications motivating the 
young and adults to interact digitally.
The improved speed to connect with interlocutors, caused by the popularity of 
digital-electronic technologies now also affect the success of students and professionals’ 
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communication abilities, including when students share or inquire about their 
homework, or when workers report about business transactions with colleagues, 
an interview with sophomores in the same college revealed these to be prevalent 
nowadays.
Contemporary changes have impacted on social practices in all the main areas in 
everyday life within modern societies: in work, at leisure, the home, in education, in 
the community, in the public sphere （Lankshear and Knobel, 2011） resulting to the 
transformation of social practices. Such new practices continue to emerge at a rapid 
rate involving students’ new ways of communicating to peers, or professionals’ means 
of sharing information by producing, distributing, exchanging of multi-modal forms of 
texts that can arrive via digital code as sound, text, images, video, animations, and any 
combinations of these.
In the light of these developments, how we prepare students to their current 
and future communication tasks may suggest how relevant our teaching-learning 
situations are in and outside the classroom. Thus, the use of technologically-enhanced 
materials is imperative. It is not suggested that traditional teaching method be replaced 
by technology-enhanced education, considering the highly valued teacher-student 
interaction is still regarded as the most effective activity in language education in Japan. 
But to gain more class time to allow for more of these activities to happen and cover 
materials that need to be covered requires independent home practice with up-to-date 
digitally-enhanced electronic materials that contain rich exposure to sound systems and 
structure of the language including phonic sounds, text, images, video and animations 
which must be provided to students to prepare for classroom tasks. A number of recent 
studies call this provision of lesson preview method as “flipped classroom”, seen in 
Western schools as a revolutionary approach to teaching and learning.
The flipped classroom calls for infusing the curriculum with technology in an 
organized meaningful way, flipping the classroom, or providing knowledge opportunities 
in advance and offering additional practice at home to better prepare students.
Flipping the classroom method has been gaining popularity in many learning 
situations in the USA. Making opportunities available for advanced or enhanced 
learning outside the classroom especially when the natural environment lacks authentic 
use of the language, can reach out to all students in class. One Math classroom owes it 
success from flipped classroom as it gave the teacher time to pay struggling students 
ample attention and assessment to meet their needs, resulting eventually to the teacher 
achieving flexibility in providing alternate assessments on an individualized level 
（Cockrum, 2014）. This success of Clintondale High School in Michigan flipping its Math 
classroom has led to having all subjects in grade nine flipped their classes including 
Language Arts. By the end of its first semester of implementation, the school saw a 
failure drop rate of 28% in its ELA courses, and in a more impressive report, saw a 
28% increase in its students’ writing skills and 34% in reading in Michigan Merit Exam 
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（Green, 2012 in Cockrum, 2014）. The model adheres to many second language learning 
principles dealing with autonomy, practice, collaboration, automatization and student-
centered learning.
The term, “flip the classroom” refers to inverting the traditional method of teaching; 
that is, turning upside down the model in which information （the teaching lesson） is 
presented during class time and the homework is assigned for practice at home. This 
demonstrates that the teaching lesson is assigned for students to access out of class 
time （Fulton, 2014）. Typically, the lessons are captured in video format and prepared 
or curated by teachers who may appear in a corner of the video frame narrating, or 
appear full-on teaching, or narrate the lesson while appearing on corner of a slide, 
or provide the voice in the background describing the action on a white board or 
computer screen. In this research, the structure will be partly modified giving more 
importance to its home practice component rather than on its importance on home-
accessed teaching time.
One of the many reasons why the flipped-style classroom was widely welcomed in the 
US was because it benefits many learning classrooms as teachers can now best use of 
their face-to-face time with the students and apply more student-centered activities. In 
its common structure, there is also an intentional focus on higher level thinking rather 
than rote memorization （Morris, Thomasson, Lindgren-Streicher; Kirch and Baker, 2012 
in Fulton, 2014）.
Another reason for the flipped classroom model receiving increased attention 
in educational circles and the media is mainly due to the rich structure where 
students receive necessary resources and interactive exercises on the content area 
for homework as preparation for class. Teachers redesign the lesson into easy-to-
understand instruction reaching out to the various levels of their students employing 
creativity through multiple teaching strategies to enhance learning. This transforms 
the classroom into a place for active learning, questions, collaboration, discussion and 
completing assignments allowing students spend more class time working with their 
peers in a collaborative setting （Keengwe, Onchwari, et al., 2014）. Would this teaching-
learning model fit Japanese students’ learning styles as well? This paper will further 
examine the effects to English language learning as well as find implications for flip 
model’s relevance in Japanese education.
The Lesson Format
While many see the flipped classroom’s lesson sequence as a significant factor for 
the learner’s prior knowledge of the lesson, this researcher plans to utilize the method 
in the Japanese language context not only for the purpose of introducing the new 
concepts to the learners and providing additional practice, but also to allow students 
to practice autonomy, accessing the lesson at any time, any place and as many times 
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as they please. Giving the learners autonomy to choose time, place, speed and access 
times could establish more control and confidence in the EFL student. The class 
textbook comes with a digital version of the book, plus videos, songs, listening exercises 
and short and long quizzes taken under a time frame. A partially flipped classroom is 
applied throughout the semester of study as one way to observe autonomy to further 
increase motivation in students resulting to more achievements and progress in their 
English skills.
The Participants
Two groups of English language learners will be investigated in their attempts and 
effort in studying English, with Group A, freshmen university students of General 
English, and Group B, a Conversation class of professionals. Group B is composed of 
4 professionals employed in private companies in Japan, namely, a senior consultant/
mechanic, a sales representative, an architect-project officer, and a travel agent who 
were invited to evaluate and assess learning activities to compare with university 
learners’ preferences.
Research Question and Assumption
The study focuses on a longitudinal qualitative investigation of students’ initial 
attitude towards conventional and digital-interactive practice in their first year General 
English course, their reflection on their weekly activities, and their changing perception 
of English language learning.
The class meets once a week for 15 weeks. A pre-assessment test measuring their 
general abilities in listening, speaking, reading and writing was conducted after two 
weeks of introduction to the course, review of basic vocabulary and a few friendly 
dialogs. Initial assessments revealed the class level as low beginner with an average 
achievement of basic grammar in a written test.
The First Five Weeks
At first month, the learners used a textbook accompanied by an interactive CD-
Rom-Active Book （Top Notch 1, by J. Saslow and A. Ascher, Pearson-Longman）. As 
the material is accompanied by a digital book, students could preview all the contents 
of their lesson before or after the class teaching time. The first four weeks focused on 
classroom vocabulary discussions, dialogs, listening and student-student and student-
teacher interactions. Succeeding weeks included grammar class discussions with dyadic 
speaking exercises. Homework engaged students in additional vocabulary enrichment 
with encouragement for independent study, listening enhancement through videos and 
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free communicative writing through diary entries or journal writing.
At the end of the course, students were then asked to evaluate the impact of such 
activities to their learning of English through a bilingual Japanese-English questionnaire. 
The students were asked to express their perception of the tasks and rank them as: 
very effective, effective or has little effect to their English learning. Their responses are 
shown in the graph below.
Of the four major activities in the first four weeks in and outside the classroom, 
students found small-group conversations and discussions the most effective to their 
learning, followed by textbook-based dialogs, movie viewing, and lastly, diary writing.
At small group discussions of four to five members, students gave small talks about 
their likes and dislikes, community descriptions and hobbies. Using colorful posters with 
pictures of their pet, club members and favorites, students found the task very effective 
as they listened to each other about interesting things in their lives. Peer questions 
and confirmations were less threatening making the speaker feel more relaxed and 
confident encouraging natural remarks from the four listeners. Students considered the 
task a more relaxed activity after a more formal teacher-led grammar discussion.
Small group interactions allow for more pragmatic discourse competence where 
students easily recognize usage of target language. The supervising teacher or a 
student co-interlocutor could lead students into more individualized instruction of 
special expressions. In this pragmatic discourse event, language is analyzed from the 
point of view of the users as they hear it during familiar context, reflecting the choices 
they make and the constraints they encounter while sharing information to their peer 
group. Students realize on the spot what the effects of their use of language have on 
the other participants during this informal talk.
Why students value this informal interaction with peers could tell us the necessity of 
Figure 1. Learners’ Initial Perception of their Activities （Weeks 1 to 5）
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familiarity and extensive use of the language with less pressure. In one study as well, 
Gass and Varonis （1984） said that familiarity with a foreign accent was a significant 
factor in comprehension. Learners’ familiarity with the interlocutors also adds to the 
listener’s understanding of the nonnative speech in general, and with a given topic. 
Although familiarity with the topic could be the primary factor for the students’ 
preference for this activity, other factors like lower expectations and peer tolerance 
of mistakes among other factors play a facilitating effect on comprehension. Placing 
interlocutors in a more familial mood could prepare students at the early stages of 
communication until they are ready to face foreign interlocutors like a foreign teacher.
Learners’ attitude gradually changed towards the next term of their course when 
students have become familiar with the teacher’s strategies, and interacting with the 
teacher as well as imitating the mentor’s examples speaking before the whole class 
became easier for the many of the students, a follow-up interview revealed.
Colorful pictures and clear listening exercises contained in the textbook were 
also seen as very effective. With each page of the textbook projected on screen, 
students could clearly read most of the words uttered by the teacher and understand 
grammar rules and usage aided with graphics and illustrations. The discussion 
established students’ awareness of the language before they applied them in their oral 
communication. Learners gain metalinguistic awareness thinking about, reflecting upon, 
and manipulating the forms and function of a language, apart from its meaning （Lems, K., 
L.D. Miller., and T.M. Soro, 2010 ）. This enables students distinguish real words from 
non-words, and their ability to hear the phonological error in a mispronounced word 
and be able to correct it, or be able to hear the error in a syntax pattern and correct it.
Although most of the exercises could be accomplished just by sitting, teacher 
dynamics transform paper-based activities to more speaking drills and application. 
This is done while avoiding the unpredictability of speaking activities and the moral 
ambiguities of intercultural lesson content and learner prioritizing performance in 
their assessments （Lamb and Budiyanto, in Ushioda, 2013）. An EFL context in Asia 
observed by Lamb and Budiyanto revealed the “reading-out of answers” to their 
written exercises, the giving-out of short responses to motive questions, and working 
in pairs to prepare a dialog, are the most-preferred activities by students. These same 
classroom dynamics work well with the university students under investigation. The 
tasks were a ubiquitous form of speaking practice in the early stages of language 
learning. All the course units employed these starter activities and they worked well as 
pre-communication activities.
Movie watching is preferred by the more advanced students with competence 
of at least low intermediate able to comprehend the plot and the flow of events. 
Comprehension check was randomly included in the interview test or friendly chat with 
the teacher.
Dubbed into multiple languages, DVD movies are now popular for movie enthusiasts, 
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medical workers learning medical English, and lawyers learning technical English in 
Japan. But university students may have just begun to discover what movie-watching 
could offer as only eight students out of these 28 participants considered watching 
English movies interesting, easy to understand or fun. While two stressed the benefit of 
knowing other people’s cultures and learning natural expressions, five students claimed 
it doesn’t help their English learning at all as the conversations are hard to comprehend 
considering speed and vocabulary. While a significant number dislikes the task, the 
larger majority consider movie watching a good habit that boost their English skills if 
adopted as a hobby. In Japan, some private language students have requested the use 
of movies as course material instead of the more popular textbooks from publishers 
primarily due to the movies’ naturalness and audio-visual features.
Initially, majority of the participating students didn’t find regular writing of diary 
entries as very effective, but a significant number could see the upside and usefulness 
of the task citing improved verbal ability, emotional-psychological benefits, and gained 
freedom and autonomy in expressions, among personal reasons. Difficulties in grammar 
and not having enough vocabulary are the main concerns of the rest not liking the 
regular writing task, although fully aware of the positive eventual effect of habitual 
composition writing.
A diary is defined as a first person account of everyday life, or in pertaining to a 
language, a language learning or teaching experience, documented through regular and 
candid entries in a personal journal and then analyzed for recurring patterns or salient 
events （Bailey, 1996）. In this study, diary entries were also used to provide more 
practice for learners through written communication. Participants were encouraged 
to talk about any topic of their desire, or narrate events in at least three sentences 
daily applying recently-acquired vocabulary and grammatical patterns. However, 
many students in this freshman class found the task difficult at first as it involved past 
memory and openness. Some students preferred writing notes on their digital diaries or 
entering texts in their smart phones due to convenience and privacy.
Students’ diary entries were collected every week, evaluated as a whole with the 
general grammar and vocabulary errors discussed in class. Individual correction was 
avoided allowing students to gain confidence and creativity while developing fluency 
in writing. Long paragraphs getting perfect scores regardless of errors pushed for 
more interest and speed as students became more at ease with writing over time. 
Peer comments were limited to just for the purposes of variety, speaking practice 
and appreciation of others’ works.. This is due to the fact that peer assessment may 
deter improvement. In one related research, Mangelsdorf （1992） revealed that many 
students disliked peer assessment, with 77% of her 40 ESL college freshmen viewing 
their English ability to be insufficient to critique their peers’ texts. While many consider 
peer editing a more tolerant and flexible critiquing that could also serve as practice for 
students to serve as not only writer but also reviewer, there could be more downsides 
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than positive effects to both writers and reviewers.
In a related study, the analysis of 43 Chinese EFL learners’ diary data showed that 
students’ English language proficiency was perceived as a salient factor influencing 
the use of peer assessment （Zao, 2011）. Reflections of reviewers revealed influence 
on the focus of peer feedback, influence on appropriateness, influence on the type, and 
influence on the use of peer feedback in revised drafts, reflecting an overwhelmingly 
negative peer assessment and constraints of students’ English language proficiency on 
the efficacy of peer assessment in EFL writing instruction. In addition, cultural issues 
also play important roles in foreign language learning, so teachers must consider how 
peer editing could affect individual privacy, peer acceptance and self-worth. Also in 
Japan, many students may not feel comfortable sharing thoughts with new classmates, 
and may not be as open to the opposite sex, as they are with their fellows. This also 
explains why at groupings, students prefer to choose who they want to interact with 
by gender or closeness. Considering all these factors, the most applicable strategy for 
freshmen with high beginner competence should be writing without boundaries if we 
are to aim for autonomy and fluency.
The Need for Practice and Enrichment Activities Done Outside the Classroom
Being highly valued by learners and teachers alike, meaningful interactions and 
discussions must be allotted more classroom time to provide extensive usage of the 
target features allowing for more automatization of salient features of the lesson. 
This would mean adjusting the sequencing of the lesson components to extend more 
teaching and interaction time to be done inside the classroom, and expanding practice 
time to be accomplished at home or outside the classroom. This could be realized by 
applying the flipped classroom methodology where much of the explanations of the 
teacher and teacher-led practice are provided to students using pre-recorded virtual 
classrooms captured in interactive CD-Roms or digital videos. Unexpectedly, majority 
of the class had difficulty comprehending the instructions without any Japanese 
translations. This was easily addressed through teacher homework explanations and 
examples. After the first two units however, students had gained facility in following 
directions and had shown competence with repetitive self-testing.
The Next Five Weeks （Weeks 6 to Ten）
From week six to week ten, learners were assigned to go over the digital recordings 
of the past and current lessons and review salient features of each unit. For the lesson’s 
home practice, each week, students were asked to choose any six practice exercises 
they think are easy for them to accomplish, assigned to perform the chosen tasks and 
exercises, and then told to record their feedback on a checklist. The checklist will 
then be collected by the teacher to monitor students’ achievements and feedback on 
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their own performance. Students were asked to assess their own performance in each 
of the exercises, encouraged to be honest in their evaluation and personal analysis of 
their strengths and difficulties. Assured that what matters in the practice are not their 
scores nor speed in accomplishing the tasks, students should be able to form the habit 
for more practice at home in their own free will, time, place  and frequency. Selected 
digital activities from the homework package are listed below, including how students 
rated them in their relevance to their English learning.
Students were asked the question: How do you find these activities in their relevance 
to your English learning? 
Digital practice in class was considered by many students as more effective if 
compared to digital practice at home or digital pronunciation test. The projected 
computer screen gave the class further training and understanding as they viewed the 
tasks together. While many cited sense of empowerment and satisfaction for practice at 
home as they could use their skills in everyday exercise; however, a significant 39 % of 
the students found it having little or no effect to their current learning. This is partly 
due to the very little feedback in assessments in the first five weeks detailing individual 
progress, and the struggle felt in dealing with totally new activities different from 
traditional practice. Most students who liked the digital practice found it easy to use 
computers and operate the software, while students who disliked it had very little prior 
computer literacy.
Random class check was employed asking chosen students to perform the digital 
exercises with the whole class viewing the projected screen. Unless it’s a graded 
activity, students would hesitate or not volunteer to perform the tasks for fear of class 
criticism when errors were made. However, practice exercises made into games with 
two competing players or teams could lessen anxiety among students and overall create 
a less-threatening atmosphere.
Exercises like these, especially if accomplished at home could gradually solve 
students fear of English learning and usher students to more accuracy and fluency. 
With the manner students do their tasks with increased speed, accuracy and confidence 
over time, more of these digitally-enhanced strategies are planned to supplement their 
succeeding course in the next semester to heighten their learning momentum.
Computer-based skills assessment, the CBELT or Computer-Based English language 
Testing, brought about to address the issue of whether language tests delivered by 
microcomputer can benefit from the speed, patience and memory of such computers in 
order to effect changes in test method or content is being tapped to remedy students’ 
poor study habits and insufficient language practice. Adopting CBELT immediately 
after the classroom trial, then later altered to allow students’ decisions to determine the 
time, level of difficulty, content and mode of testing would allow students take part in 
decision-making, study time scheduling and in choosing the type of skills exercise they 
wish to accomplish. All done through menu choices with little or no instructions from 
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the teacher, learners would gradually gain autonomy and confidence in practicing the 
language at the right time.
Their course book simply addressed all these modifications giving the learners 
chance to practice independent choices in their work at home. Utilizing the practice 
strategy to work for the learners’ benefit, the possibility of gathering simultaneous 
ratings from learners of their performance, their self-evaluations, their opinions on test 
items, and their introspective accounts of what they think they had to do in order to 
answer an item—all these possibilities allow for increased learner-centeredness in test 
development and test use （Alderson, C.,1990 in De Jong, J. and Stevenson, K. 1990）. 
The big difference between tests and exercises lie in their purposes such as: practice 
exercises aid learning whereas tests do not. Practice inside the classroom aided by 
the teacher makes students overcome their many hands-on inadequacies especially in 
using the computer and unfamiliar software The added assistance from the teacher 
characterizing exercises would also make practice the ideal drive to make learners 
progress within expectations.
Digital home practice ushers for an ultimate independent learning. With our current 
world now seeing technology permeate every aspect of our lives, letting students 
use technology to learn a language is also preparing them to their future lives. Apart 
from its labor-saving function, technology can also inspire creativity and bring new 
opportunities to people, connecting them to new ideas and people they otherwise might 
not have met…the computer has generally been more associated with applications in 
the written language, but recently with the developments in Web 2.0, teachers and 
learners’ increased access to the internet for language learning and teaching （Stanley, 
G., 2013）. This drastically changed the way computers are now used suggesting to 
students to record their performance using Web 2.0 tools and utilize other functions. 
This research also uses a book with practice package that includes a recording function 
that allows students to hear their own voice and have their speech instantly evaluated.
Doing their digital practice homework offered fun and worthwhile time, learners 
eventually realized, with several options in the practice list copying game techniques 
and sound effects. Songs and karaoke versions also can lessen burden and stress 
especially when students get confused with tasks. Many regarded the activities as 
highly engaging and interactive providing a source of real language both written and 
spoken.
Downsides to the home practice include complaints on insufficient explanations, 
and unclear target skills. But regular practice leads to declarative accuracy and 
automatization, as task repetition breeds task familiarity which is capable of bringing 
complexity and accuracy together without ignoring fluency （Effiong, O., 2014）.
Similar to many universities programs in Japan adopting CALL, the procedure 
provides a convenient use of software necessary in aiding classroom projects. Some 
issues raised in the use of CALL are alarming though, and partly adopting the method 
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pose several difficulties as well. It’s been noted that many computers cannot initiate or 
evaluate communicative activities, and that computers can only contribute to linguistic 
competence, and the more advanced skills can be reserved for teachers to assess during 
practical classroom situations （Odendaal, 1982 quoted in Higgins 1983）.
Computer-Assisted Language Learning （CALL） as defined in the work of Levy and 
Hubbard （2005） is the search for and study of applications of the computer in language 
teaching and learning, embracing a wide range of information and communications 
technology applications and approaches. Gaining popularity in university language 
programs, CALL evolved from the traditional drill–and-practice programs that 
characterized CALL in the 1960s and 1970s to more recent manifestations of CALL 
like the virtual learning environment and web-based distance learning extending to 
the use of corpora and concordancers, interactive whiteboards, computer mediated 
communication （CMC）, language learning in virtual worlds, and mobile-assisted 
language learning （MALL）.
The rise of new smart phones equipped with CMCs and MALL are expected to 
overwhelm learners as more and more teachers welcome the use of these advanced 
gadgets that could encourage independent language learning. During a follow-up 
interview, sophomore students admitted doing a regular use of their smart phones in 
searching for information that could substantiate their English essays, watch movies 
online, or find definitions for a difficult word. Others simply navigate online fashion 
shops or popular restaurants in their everyday lives. While they avoid social networking 
in English primarily due to their insufficient language ability or lack of confidence in 
their expressions, their attempts to search for information using their gadgets have 
pushed their vocabulary and overall language ability at least by 15% on average, 
according to some students.
The 28 freshmen participants in this investigation have gained a positive view 
towards doing more practice via the computer towards the last part of their General 
English course. Results in the recent students’ combined oral and written exams 
showed great improvement in accuracy, fluency and creativity in their communication, 
although, speed in replying and vocabulary are still a major concern.
Another new device for a digital exercise the students tried is the digital 
pronunciation test, （Prontest）. It is a commercial software distributed by a private 
company （Hatsuon Kentei） designed to train and improve non-native English 
speakers’ pronunciation of English words. Some language schools in Saitama as well as 
private individuals use this software in improving their speech stress and intonation, 
smoothness in reading, emphasis, production of consonant clusters, absence of katakana-
style reading, and speed in reading English sentences. Students record their voice while 
reading short passages imitating a native speaker model. The software assesses the 
recording and supplies a percentage mark accompanied by a graph representation of 
their rating. The software has just been used twice inside the classroom just to show 
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students an example of software that can improve their reading and pronunciation 
without any constant supervision of their teacher. The activity also aimed at inspiring 
learner independent study while adapting the idea of digital self-testing.
Students found it entertaining to see a pronunciation test program arrive at a very 
detailed evaluation of their utterances. However, as the measure is based on just a small 
sampling of voice recording, students didn’t find the software highly reliable. It could 
at least give hints to students which aspect of their reading needs obvious correction. 
While five students gained pride in their consistent good ratings and therefore 
approved of the necessity of pronunciation testing, the majority of the class hesitated on 
constant application of the program when testing their reading ability in class. Reading 
speed is a major concern, while missing consonant sounds like r, l and y are a usual 
weakness of the freshmen speakers. A similar application is included in their textbook 
package and can be easily accessed using a computer.
The Prontest  software could be downloaded from the internet to smart phones or 
Ipad, but it is more advisable to use laptops or desktop computers with matching 
highly-sensitive earphones for more accurate sound detections. .
With the few attempts to use it in class, Prontest software showed so much 
importance on speed, intonation and smoothness but ignored accuracy in assessing 
recorded sounds. Yet, despite the flaws in the software, it is a good tool for 
pronunciation practice as it provides fun time to enhance learner motivation.
Inside the Classroom, Outside the Classroom or a Combination of Both?
Students’ responses showed a preference on certain activities performed inside the 
class, outside of class, or combining strategies that are less-threatening and enjoyable.
Student preferences suggest the manner tasks could be well absorbed and enjoyed, 
practiced repeatedly and chosen to suit their needs and difficulties. Digital practice are 
Figure 2. Course Activities and when to use them
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seen by students as more productive if instructions are well explained in the language 
they understand, that is, in their native language, or in simple English but with a lot of 
examples. Classroom rehearsals clear out flaws or confusing procedures, and may also 
unlock vocabulary jargons they could encounter.
Conversations are also better enjoyed if students interact with familiar faces and 
familiar accents. Even if the unfamiliar teacher accent is an issue, the constant exposure 
of the students to teacher talk would accustom the learners to target utterances.
Diary entry writing done at home and during their free time would develop 
deeper analysis and memory enhancement. It also provides opportunities for better 
automatization of lessons and foster love for the target language. Accounts of everyday 
happenings in student lives could be repetitive, but if students are taught to be creative 
and apply recently acquired structures with model entries, it could be a great starter 
for better compositions.
Grammar and vocabulary always occupy a big space in Japanese learners’ hearts 
as they were trained to analyze structures in detail leading to more accuracy, and 
memorize an enormous amount of vocabulary resulting to success in many tests and 
other assessments. Learners see the big importance of the discussion to correcting their 
misuse or language transfers.
These preferences reveal learners’ progress, pointing out their current stage of 
proximal development. Ideally, assessing individual progress could be further realized 
through a series of exams, group discussions and interviews conducted by the teacher, 
but considering the time frame and the limited number of meetings which is just once 
a week for five months, achieving all the important course targets would be impossible. 
This is where individual autonomy and decision-making in learning come into play 
when students continue their accustomed language learning practice at home during 
vacations and free time.
Group B: Conversation Students: Professional Participants
A group of professional students responded to the same survey given to the freshmen, 
but the survey was conducted through oral interview allowing the respondents to give 
more explanations and personal assessments. Their continuing English Studies （English 
Conversation-Business English Course） with this same researcher utilizes a lot of the 
strategies employed for university students with additional advanced level projects and 
tasks.
With the travel agent spending an average of one hour a day for her English learning 
trying various types of activities like CD-listening tasks, Pronunciation test and news 
reading, totaling 9 hours per week, she considers oral discussions and interaction 
with the teacher as necessary in her job skills. Her work involves a lot of customer 
interactions, so oral conversations using business and academic expressions are a 
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primary target in the course. Movie watching for comprehension and vocabulary 
building, emailing and social networking through Facebook are not seen as giving 
sufficient practice although they add fun to the complexities of her job. TOEIC drills, 
Pronunciation Test –Prontest for her reading practice with the use of Ipad make her 
long commute time to her advantage. A regular two-hour conversation lesson hone 
further skills gained independently.
Compared with the freshmen’s initial concept of digital practice, the travel agent’s 
perceived importance of digital software is far higher due to the its convenience and 
relevance to her work. Motivation at work plays a great role too in encouraging her to 
pursue higher goals.
Participant 2, the sales representative, finds videos and TV as the most helpful 
and effective in his communication learning. With the very limited study time left 
after a 12-hour work, English movie and TV watching is considered both as a form of 
relaxation and a method of English learning. Listening to English radio programs for 
3 hours of commute time daily, and a one hour newspaper reading also at commute 
time ushered this learner to gain a level A in TOIEIC in just three years of English 
study.. With occasional job opportunity for translation and on-the-spot interpreting, sales 
rep participant further improves and maintains his proficiency level. In comparison 
to freshmen students’ motivation, sales rep participant is clear and confident with his 
English goals and exhibit determination to gain as much vocabulary and expressions 
in his daily English practice through a combination of multi-media: newspaper, 
radio, oral interaction and an added pressure to translate and interpret Japanese to 
English documents. Pressure to achieve higher proficiency as required by his part-
time translation job is encouraging this learner to higher competence. Could pressure 
therefore push freshmen increase their motivation towards English? The pressure to 
accomplish the homework tasks was encouraged, but was not a main part of the course 
assessment. Younger learners may take pressure differently, but this researcher sees 
Figure 3. Professional Students Evaluate Learning Activities: How Effective Are They?
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this “pressure” element in learning a language as another research question for the 
future.
The figure below （Figure 4） shows the differences between the two participant’s 
progress ratings after 240 hours of study under their self-designed programs.
Participant 2 received marks in all five major skills including speaking and reading 
comprehension based on his TOEIC results. Daily listening tasks and newspaper 
reading enhanced both vocabulary and grammar, while speaking in debates and 
discussions on weekends helped him maintain his competency level.
Participant 3 had less than 100 hours of class time, but now able to comprehend 
survival English needed to learn from architectural seminars for their company business 
and reply in simple English to emails received from abroad. Using the internet for 
architectural ideas and discussing about them in class gave natural conversations and 
work-related studies to this learner. He has so far received an award for architectural 
design from a private association, an achievement which could be partially attributed 
Figure 4.  Participant 1 （Travel Agent） TOEIC-Video-CD Conversation Text Versus 
Participant 2 （Sales Rep） Combined Multi-media/Newspaper Text
Figure 5.  Participant 3 （Architect） Basic Conversation Text Versus  
Participant 4 （Mechanic/Senior Econ. Analyst） Web-Newspaper Text
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to his choice of web materials in his eight months of Conversation-English for Specific 
Purposes course with the instructor.
Participant 4 has been maintaining his Conversation-Business English course with 
this researcher in the past five years （250 hours of class time）, immediately applying 
his acquired communication skills in his monthly business travels abroad representing 
his company in business transactions. His proficiency could have been gained from 
his entire work experience until his age of 63, but so much of his achievements could 
be more possibly attributed to his motivation and effective choice of course materials 
that include newspaper articles, web news broadcasts and oral debates in class on 
technical issues more relevant to his needs. Keeping connected online due to his work 
as a mechanic, economic analyst, and sometimes copyright researcher, his diligent 
attendance in his English course are seen as contributory to his success in English.
Participant 4 prefers strategies that include recording his classroom interactions 
with the teacher, a material he reviews repeatedly for a week to notice his errors and 
teacher’s indirect and explicit correction to his speech, a vocabulary bank recorded 
digitally in his notepad for easy access, a monthly discussion with other classes, and 
a regular private lesson for argumentation and discussion with the instructor on his 
chosen news article relevant to his job. The learner finds this program as very effective 
compared to many outdated textbooks that usually contain stories irrelevant to his field 
and current work needs..
The Need for Independent Choices for a More Relevant Education
All four professional learners observe independent choices in their use of course 
materials allowing them to evaluate effective steps to their target goals. Utilizing new 
technology to enhance their learning and practicing in the same systems being used in 
their workplaces led faster acquisition of their desired levels in communication.
Looking at the freshman class’s situation, several factors must come into play before 
the younger learners could make pace with the professional learners’ practices. While 
availability of materials is one factor, experience with several learning styles and tasks 
also affect the way young university students’ attitude in dealing with their activities in 
class. Younger learners are not ready to make independent choices of learning materials 
considering their resources, background as well as knowledge of future work pressures 
and requirements.
Conclusion
This qualitative investigation and analysis of two groups’ attitude towards classroom 
activities and how the learner perceive the activities’ relevance to their learning 
revealed issues in current teaching-learning situations, as well as raised implications for 
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a more informed and guided procedure in ushering students to language automatization 
and acquisition.
An immediate application of a teaching method which is partially new or entirely 
unfamiliar to learners may cause struggles and difficulties that when not properly 
addressed may hinder progress or build negativism towards the language being 
learned. A learner’s feelings towards the study of English may be experience-driven or 
work-driven, psychologically rooted, personally motivated, or simply caused by the type 
of procedures and processes employed in his attempts to study the language. If learners 
could realize the benefits of the language learning activity and find convenience and 
comfort in the use of its systems, their perception of the activity would improve 
propelling independent drives for their learning. Teachers must conduct needs analysis 
and preferences study prior to their adoption of appropriate teaching-learning methods 
and strategies for more effective teaching-learning situations. If educators provide 
various learning styles in and outside the class, students could make informed choices 
and become more independent and responsible for their language needs. This could 
eventually result to more salient practice that could lead to autonomy in language 
learning.
A flipped classroom employing digital practice exercises is not actually seen as 
ineffective by students, rather, very useful and interesting as they include exciting 
games with a modern interface. It is their inadequate computer skills and the exposure 
to the use of the digital exercises that cause the learners’ indifference to home digital 
exercises. As the home exercises improved their oral and written performance in class, 
students gradually gave better importance of interactive and digital skills practice. 
But for a better implementation of the method, teachers must provide prior computer 
training to students, and supply sufficient explanations to tasks before independent 
digital practice be assigned outside of class, with or without translating to their native 
language. With the students’ continuous and constant practice outside the classroom, 
they could possibly achieve the ideal 10,000 hours of practice towards native-like speech 
or communicative competence. As their final term scores and personal self-assessments 
reported significant improvements in their over-all skills, specifically increasing 
accuracy and fluency in speaking and writing, students would see the value of practice 
and autonomy to language learning.
Autonomy has been overlooked or untapped, leaving out many slow learners still 
focusing on written grammar and vocabulary drills but unable to carry out simple 
conversations. As meaningful interactions with peers and their teacher are seen 
as enjoyable and effective by many, more of these exercises should be done in the 
classroom, assigning grammar, structure and speaking rehearsals to homework digital-
interactive tasks or to a Flipped Class strategy, promoting autonomy-building and 
ushering learners to more practice and finally communicative competence.
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This paper investigates how learners view their classroom activities in relation to 
their relevance to their English learning. The researcher believes that learner attitude 
and perception of the tasks they perform greatly affect their learning progress and 
achievements. Other interrelated factors such as motivation, autonomy and practice 
are also seen as contributory to the way learners value the importance of their tasks 
and competence in communication. To further discover what activities they consider 
as essential or deterrent, and what materials students regard as stimulating or less-
threatening, technologically- enhanced teaching-learning situations, a modified version of 
flipped classroom is added to the traditional method of instruction. After two months of 
study, the learners are observed, interviewed, and requested to fill out a questionnaire 
form to evaluate the tasks they performed. I then discuss the results and the students’ 















『日本書紀』 で知ることが出来る上古代の天皇たちの即位年、また崩御年の殆どは、 『書紀』 完成期の天皇たち （天武天皇以降） の即位年を起点として、そこから時間を遡って決められた。その時、天皇が信仰 た聖数が用いられた。上古代史の紀年は、その聖数によって組み立てられてい
る。今まで、 『書紀』 （天皇史） に聖数意識があり、 『書紀』 の紀年構成が、その聖数によって組み立てられ いる とに気が付かないで来た。
古代史研究は、研究の基本となる紀年論から科学的にやり
直されなければいけない。
わたくしは、この拙論の一、 二において、 『書紀』 完成期の
皇太子であった聖武天皇の即位年の決定に聖数がどのよう関わっているかを明らかにして る
聖武以降、その聖数は消滅しただろうか。この論 三、 四で









 同日即位の例 （淳仁天皇の即位年月日が文武天皇を意識したことを理解するために、同日即位の関係にある天皇を参考に挙げてみる） 。
神武と持統
神武即位年 （前６６０年１月１日） ＋１３５０年 （満

















孝元誕生年月日 （前２７３） ９８８年 （一九年×52） ＝ 正即位年月日
誕生年月日が同日となっている例、





















陽とが、満一九年ごとに、暦の上で同時に再生することになる。二六は、 「十九年七閏法」 の一九と七との和、つまり、陰と陽との和。 「暦数は閏を以て天地の中和を正す」 （漢書「律暦志」 ） 、また、 「天子は天文を観、地理を察し、陰陽を和し、星度を撥 （はか） り・ ・」 （緯書 『礼含文嘉』 ） ともあるが、陰陽の和が、天地の和に必要なことを説く文献は枚挙に遑がないほどである。特に、わが国は、 「一 条憲法」 に見られるように 「 」 の世界を理想とした。
三才思想に関わる聖数は一七と二三である。法家思想で
は、三才の天地人に それぞれ９、 ８、 ６と数字 割り当てていて、天地の和が一七、天地人の和 二三となる。
（２）
 
 天武が目論んだ 「 武書紀」 では、祖神と天武と コンマ２５などという端数が出るようには組ま ていなかったろう。また、 「天武書紀」 では、初代 皇が神武であったという証拠もない。天武より４代も遅い元正時代になって 『書紀』 が完成する段階で いろいろ 思惑が介入してきたことを考慮すべき）
（３）
 




１３４９） ＝持統即位年 （６９０年１月１日）で、満計算で一九年の７１倍であり、 「威霊再生の関係」
一九年間をまるまる満たした関係である。
この 「威霊再生の関係」 での年数の数え方に関しては、拙












 稿 「聖武天皇の流離五年の意義」 「千葉商大紀要」（２００８年度第４号）特に、聖武の聖数 で、継体天皇、及び天智天皇とは
或本での関係である。この或本の生じた理由として、 「百済本記」 の出現があったのであるが、 「百済本記」 の出現前は、聖武は継体天皇、及び天智天皇ときれいに一九年関係で結ばれていたのである。
九州での藤原広嗣の 「反」 を切っ掛けとして始まった聖
武の 「彷徨５年」 と呼ばれる５７か月 （一九×３） の流離、その切っ掛けとなっ 広嗣の乱は、継体時代の筑紫での磐井の乱の再現であり、継体の、恭仁京、紫香楽京への遷都の意義についても、継体天皇 大和入りまでの恭仁 、香楽宮という二つの宮都 の関係に触れ 聖武の５年間流離が、先行天皇たちとの 「威霊再生 関係」 の実習であったことを説いた。
（７）
 
 拙著 『古代天皇の聖数ライン』 第８章 （２００７年、河出書房新社） 。
二三五年の適用例としては、 『書紀』 が用いた二つの暦の
うち、元嘉暦は、雄略即位年から持統六年まで 使用 重なる事。また、 『万葉集』 巻一、 総歌数 （現在は２３４首）は二三五首であったことに触れている。
（８）
 
 六〇年を聖数とした証拠 上古代 天皇の、９代開化天
（ ）─281─ 8
を継承していくという信仰をみせている。わたくしは、その関係を 「威霊再生の関係」 と呼んでいる。この信仰に最も影響を強く受けたのは、 『書紀』 完成時の皇太子、 聖武であった。
聖武天皇の即位年は、先代たちからの、まさに天福の降る
ごときその神聖数との関係の上で決定されたものであった。小論は、 こと まず確かめた。その上で、聖武からの譲位であった孝謙天皇の即位年を聖数関係の面で見た。そして、その即位年も 「威霊再生 」 を重視したもの あったことを確かめ得た。
さらに、淳仁天皇の場合も、 「威霊再生の関係」 への厚い信




日聖武の遺詔によって道祖王が皇太子となり、孝謙 次 天皇となることが約束されたのであった。 しかし、 王は一年を経ずしてその地位を廃されてしまう。それから橘奈良麻呂等藤原仲麻呂打倒 謀議、 その発覚と続き、 結局 ７５７年に、
奈良麻呂を始め、道祖王、黄文王、大伴古麻呂らは処刑され、さらに右大臣藤原豊成の太宰府員外帥への降格と、政治的な激変が続いた。 そして、 藤原仲麻呂に擁立された大炊王 （淳仁）が７５７年 立太子、 ７５８年に即位することになった。
右は、まさに醜い政争を見せたものであったが、それは、
神武から天武へ、そして聖武まで継承してきた聖なるラインの年次にあたる７５８年が意識されての政争であったのだ。天皇位を欲する側にとっては、その年までには片をつけ ければならない性格のものだったろうと思う。聖武が遺した次の天皇即位年が見えていたか こそ こ 二年間に激動が走ったのであった。
推断をすれば、藤原仲麻呂が、聖武天皇の遺詔を守ろうと


























ことは間違いない その 「威霊再生の関係」 に注目してみよう。
先に神武崩御年から元明即位年までの一七年での 「 数ラ
























まれていた。 『書紀』 は、聖武にとっては聖書であった。 武は、祖神たちの威霊を一身に受けていることに、感激したことであろうが、また、この 余る 数関係 ために、振り回されることになったのである
（注６）
さて、孝謙天皇は、聖武からの禅譲である。聖武は、孝謙に
譲位するにあたって、 「威霊再生 関係」 を考慮しない ずはなかった。 『書紀』 が創り上げた聖数での関係が、孝謙の即位年にどのように絡んでいるか そこを見てみる
孝謙は、天平二十一年 （７４９＝天平勝宝元年） に即位し
















二六年関係 （５２ ＝ 六 ×２） で文武即位年と。一七年関係 （３４年＝一七年×２） 元正即位年 （元明譲位
年＝７１５） と。
一二年関係 （４８年＝ 二 ×４） で聖武誕生年と次に、この論考での作業のひとつとして、孝謙天皇の即位
年が７４９年ではなくて、その年の前後であったとしたら、どのような 「威霊再生の関係」 があるかを、７４９年の場合と比較するために検討してみよう。









まれた 「威霊再生の関係」 としてよい。わ くしが特に 「聖数ライン」 と呼んでいる関係線である （もうひとつの 「聖数ライン」 は、神武即位年から文武即位年を結ぶ二三の線である） 。
注意すべきは、この神武から天武へと、神武から文武への










である。これは 『書紀』 がほぼ完成した時点で、他の資料 「或本」 が出てきたことを思わせる。しかし、事はそんなに単純ではないだろう。むしろ、聖武を継体や天智と結び付けたいために、 「或本」 として挿入したものであろう。 「或本」 挿入に作為が感じ取られ





５４９＝安寧即位年） 、安寧崩御年 （前５１１年） 、敏達即位年 （５７３年） 、舒明即位年 （６２９年） 連なっている。これだけ見ても、 『書紀』 完成期の皇太子 （聖武 に、 「威霊再生の関係」 の面からどれ程の配慮がなされていたか理解できるだろう。
聖武の立太子年もその即位年も、 『書紀』 の創り上げてきた









次に、聖武の聖数関係を 『書紀』 の中に見てみたい。７２０年完成の 『書紀』 に、その当時 皇太子であった聖
















































となっている。天武以降の天皇方が一七年という間隔年数を置いて即位し、また崩御している。本当だろうか、疑わしい。一七年 いう聖数が先行して、歴史を組み立てているのであろう。従っ 、 『書紀』 編纂時に、天武や持統でさえその即位年などが動かされている、その可能性が高い。
さらに、その他の聖数でも関係線が創られている。元正の
場合 （別の書式で示す） は、





























ては、辛酉革命説に拠っているのだという、誤った歴史観によって説明されてきた。それ故に、長い間、 『書紀』 が書かれてから１３００年近くも、 『書紀』 がなした紀年構成の真実を捕捉できないできたのだっ 真実は、その紀元も、また多くの歴史的な事項も、天皇家が神聖視した聖数によって計算されて決められ たのであった。
まず、わが国の上古代史の紀年構成 、聖数で構築されて














































は卜占によって吉凶が められた」 と言うぐらいしかなかった。また、先帝が、その年の前半ごろまでに崩御した場合は、その年の後半 、そして、その年の後半に崩御し 場合は、次の年に次の天皇が即位する が一応の基準にな ていたらしい、というような説明が加わるだろう。しかしこれは例外も多い。
即位年の決定法、つまり、そ 年次がどのようにして決め




天皇 （以降、多くの場合、天皇号 略す） は、孝謙からの譲位であった。両天皇の即位年 （月日） がどのように決められかについて論じてみたい。
天皇の即位年の決定法に関して、ここでは、三つの時間に
分けて言及していく。一は、上古代天皇の即位年を決定した『書紀』 の紀年構成法。二は、聖武の即位年の決定法。三、 四は、一と二を見通 の孝謙の即位年決定法 淳仁に関しては、その即位年と、その即位日 決定法に関して触れる。
一と二に関しては今までに触れたところであるが、三、 四
についての理解を得るために、ここでも繰り返し説くことも多い。『書紀』 は天皇史である。各代天皇のそれぞれの事績の記述の中でも、歴史を組む上で最重要である各天皇 即位年 崩御年 （又は譲位年） は、特に注意深い配慮が払われている。欠史八代と呼ばれる２代から９代まで 天皇に関しても、その即位年、立太子年 崩御年 きちんと記されている。
神武天皇は西暦紀元前６６０年１月１日即位したと知るこ
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